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ABSTRACT
Staff Development: Approaches in
' Theory and Practice
September 1978
Philip Joseph Stec, B.A., Amherst College, M.Ed.,
University of Massachusetts, Ed.D., Uni-
versity of Massachusetts
Directed by: Dr. Richard J. Clark, Jr.
This study focuses on the structural and philosophical
frameworks which must be considered in the design, development
and implementation of comprehensive programs of staff develop-
ment for school personnel. Four major areas are described
by a series of characteristics and conditions which are pre-
dictive of success. These areas are the program participants,
program designers, the program’s structure and its implemen-
tation.
The review of the literature, out of which is developed
the characteristics and conditions of success places special
emphasis on organizational and open system theory. Many pri-
mary sources, particularly descriptions of individual inservicc
and staff development programs, are also used, as are secondary
studies done by Edelfelt, the Rand Corpoiation, the Kettering
Foundation, and others.
The set of characteristics and conditions is then
applied to one staff development program operated by the School
vi
of Education of the University of Massachusetts at Amherst
with English High School in Boston. Background information
for the history of this collaboration has been gathered
from files in Amherst and Boston and through interviews
with program participants and designers.
The process of applications and the uniqueness and
complexity of the individual program reveal a secondary,
more important series of statements and implications about
the design and structure of staff development. It also
demonstrates the need for a high degree of consciousness
in implementation. The complexity of institutional dyna-
mics -and the numerous agendas generated during program
design and implementation are described in the context
of their effect on initial design and subsequent develop-
mental stages.
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CHAPTER I
THE PROBLEM AND PURPOSE OF THE STUDY
Schools and colleges of education have increasingly
focused their energies on the development of inservice and
staff development programs for the faculties of the public
schools. The reasons for this are as many and as varied
as the types of problems offered, but they include economic,
political and social pressures experienced by all elements
of higher education. The fact that a continued emphasis on
the pre-service education of future teachers is no longer a
practical or justifiable commitment for resources in higher
education also has directed the attention of educational
leaders to this new area of exploration.
There is also a genuine interest among schools of
education, at least in the public sector, to review their
traditional roles as both the transmitters of accumulated
knowledge and experience and as institutions serving the
needs of the state. This review has highlighted the need
for a reorganization of the teaching research and service
functions to be more responsive to the needs of individual
students, and the larger groups of professionals operating
as teachers in schools.
1
2The problem which defines the purpose of this
dissertation revolves around the need for new approaches
and directions in the continued education of teachers through-
out their professional careers and the response to this de-
mand by institutions of higher education.
The increased emphasis on the development of in-
service and staff development in schools of education has
led to the design and implementation of a number of different
models. These range from the traditional after-school
workshop on methods and materials to large scale comprehen-
sive interventions which seek to change the entire school
organization. Some are a prescriptive correction of teacher
"defects," others attempt to implement an educational change
process which attempts to unite a comprehensive field based
program with educational theory and actual classroom prac-
tice.
The range and dissimilarity of programs and approaches
reflects the seriousness of the need to address the problem.
It also focuses the purpose of this dissertation on the need
for a general conceptual framework which is defined through
the literature and experience of staff development, which
creates a series of general statements about staff develop-
ment programs and which might be predictors of success.
The School of Education at the University of Massa-
chusetts at Amherst has had a commitment to the development
of inservice and staff development programs since the early
31970’ s. Realizing the need for programs and commenting on
the historical inadequacy of programs addressing those
needs, the members of the School's Inservice Study Committee
wrote
Conventional inservice 'offerings' (usually requiring
the attendance of the client groupl) connect only
slightly with the needs of the recipients. They pro-
vide little continuity in the growth episodes program-
med into the professional calendar, and signally fail
to stimulate or inspire teachers or others in their
natural tendenrips toward spI f- actual i zat i on . Further-
more, the presumption that something finite and reward-
able has been accomplished at the end of an inservice
course, a thirty credit salary booster or a master's
degree, generally provides a sense of false achievement
in the present era of accelerating change and knowledge
accumulation .
1
By 1974, the School of Education itself was operating
over twenty inservice and staff development programs. This
dissertation will focus on the design, development, and
implementation of one such model, "The University of Massa-
chusetts School of Education Graduate Degree Program with
English High School in Boston." It will look at this pro-
gram in a context developed by a review of literature of
^Mason Bunker, et al., "Report of the Inservice
Study Committee to Dean Richard Clark and the Teacher Pre-
paration Program Council," internal University of Massachu-
setts document, January 24, 1974, p. 2.
4staff development which defines four different elements
which must be considered in staff development. These four
elements arc the characteristics and conditions which des-
cribe program participants, program designers, the actual
program design and the implementation of that design in a
school setting.
The purpose of the dissertation is to define char-
acteristics and conditions of success which must be con-
sidered in staff development and then to view them in the
context of an individual staff development model.
Overview of the Study
Chapter II of this dissertation reviews a number of
bodies of literature which have a bearing on the conceptua-
lization and definition of staff development models. The
literature of change in both individuals and organizations
is emphasized in this chapter under the assumption that any
staff development model must be comprehensive enough in
scope to encourage a series of educational changes in both
categories
.
Organizational theory is presented and reviewed in
order to create a vocabulary and description of the school
in its organizational setting. The various components and
systems which will be encountered in any change process in
an organization are presented in the belief that an under-
standing of their function and role in the implementation
5o£ staff development programs is critical
.
The equally important literatures which describe
the informal structure, the "culture and climate" of a
school which makes it a unique form of organization and which
binds it together through personal relationships and exter-
nal pressures is also reviewed. These informal structures,
relationships and occurrences are believed to be of equal
importance to program success, particularly during the
crucial stages of initial implementation.
A number of other sources have been reviewed in
Chapter II. Over four hundred individual ERIC entries
which describe individual programs of staff development
and inservice were examined in an attempt to determine com-
mon characteristics or conditions necessary for successful
implementation. Secondary reviews of these programs are
also presented and organized toward this end.
The final section of Chapter II is the construction
of a series of characteristics and conditions which are
predictors of successful implementation of a staff develop-
ment program for schools.
Chapter III relates the formal and informal history
of the design development and implementation of "The
University of Massachusetts School of Education Graduate
Degree Program with English High School in Boston." It
covers a period of six years, from 1973 to 1978, in which
6a collaboration between a school of education and a
secondary urban public school was conceived, developed and
established
.
Sources for this chapter include the contents of
files in both Amherst and Boston. The chapter relies
heavily on letters, memorandum and correspondence between
the representatives of these two central collaborators but
includes documents from other individuals and institutions
including the School Committee of the City of Boston and
the Institute for Learning and Teaching at the University
of Massachusetts in Boston.
While these documents create a "formal history" of
the collaboration they do not indicate enough of the true
events, conflicts and impediments to implementation. The
"informal history" surrounding this program has been reported
through conversations and interviews with the principal
characters involved in the collaboration during the six
years of the collaboration, particularly Dwight Allen,
Richard Clark, Harvey Scribner, James Case and Brunetta
Wolfman from the University's viewpoint and Robert Peterkin,
Christopher Lane, James Buckley and Kevin O'Mally represent-
ing the viewpoint of the Boston public school system.
While these interviewers were often of a subjective
nature they provide the framework which gives life and in-
terpretation to the formal history. Any misinterpretation
7of events, however, is solely the responsibility of the
author
.
Chapter IV of this dissertation reviews the history
of the collaboration presented in Chapter III in light of
the criteria developed in Chapter II. Sources of information
include the formal files and the interviews and discussions
already mentioned. It also relies on the experience of the
author who has been involved with the program as a staff
member since January of 1976.
Chapter IV evaluates the case study approach des-
cribed in Chapter III through the criteria developed in the
research conducted for Chapter IT.
The history of the University of Massachusetts
collaboration with English High School has implications
for other programs of staff development. It also reveals
something about the importance of informal structures,
relationships and occurences when creating a context in
which to describe implementation of staff development pro-
gress. Chapter V summarizes the results and implications
of the research done in Chapter II and the experience des-
cribed in Chapters III and IV.
CHAPTER II
REVIEW OF THE LITERATURE
Introduction
The literature which specifically describes staff
development and attempts to view it from the perspective of
the public school can be divided into two categories. The
first, catalogued primarily in ERIC, is a collection of
program specific information describing individual program-
matic designs or components of various training strategies.
These reports, written by people who are often involved in
the very program which they attempt to describe or evaluate,
are often rather limited in scope. A review conducted by
the staff of the National Council of States on Inservice
Education in 1974 of over 300 ERIC entries, reveals that
fewer than ten deal with general conceptual problems posed
by the design and implementation of staff development or in-
service programs, while the vast majority treat various
aspects or components of individual programs or describe
attempts to reach teacher populations which are narrowly
.
1
defined by either subject matter or topic interest.
^"An Annotated Bibliography on Inservice Education,"
National Council of States on Inservice Education, Syracuse
University School of Education, 1974.
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9In commenting on the state of this literature Roy
Edelfelt has observed that:
Obviously there is a multitude of concerns being treated
in inservice education programs. That fact is a plus.
The reports will certainly help anyone looking for ideas.
On the other hand, the reports reflect a disarray, a
hodgepodge. In most programs little attention is given
to formulating a comprehensive concept of inservice
education. Too often, objectives are narrow and unre-
lated to a larger purpose or rationale. The bulk of the
programs are of short duration and attack a single topic.
Most programs are either remedial -- for example, they
prepare teachers to deal more effectively with the
critical problems of the disadvantaged, of making inte-
gration work or of upgrading the teaching of skill
subjects--or they introduce new wrinkles such as the
inquiry approach, an emphasis on effective learning, or
different arrangements of content. Such programs are
undoubtedly needed and the reports indicate successful
achievement of purposes. The approach ^ piecemeal.
And the result is patchwork.
2
The second body of literature holds more promise
for those interested in attempting to view staff development
conceptually. This research is represented by secondary
studies of large numbers of individual programs done by
Lawrence and Edelfelt for Florida State University, and by
the staff of the Rand Corporation, who prepared a study of
findings about inservice programs for the United States
Office of Education, Department of Health, Education and
Welfare
.
^Roy Edelfelt, "Inservice Teacher Education--
Sources in the ERIC System,” ERIC Clearinghouse on Teacher
Education, SP008611, Washington, D.C., January 1J75.
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While these two studies do not agree on the state
or future direction of staff development, they do suggest a
way of looking at the complexity inherent in developing a
conceptual framework for the problem presented by the in-
creasing number of staff development and inservice activi-
ties. The results of these studies are presented in later
pages, but it is important, at this point, to introduce a
common observation made by both of these studies and one
similar review undertaken by the Recruitment and Technical
Resource Centers of Teacher Corps. That study, an explora-
tory inquiry into the nature of inservice programs, suggested
that
:
. . .the problems of inservice education are structural
in nature. That is, when we say that Inservice Teacher
Education has structural problems we mean that its
structure is formed by several dimensions which interact
with one another, and that the effectiveness of the
enterprise depends on the productive interaction of the
dimensions. Weakness in one dimension is magnified be-
cause it undermines the power of the other dimensions,
but improvement of one dimension alone will not appre-
ciably improve Inservice Teacher Educat ion - - the dimen-
sions must be effectively meshed. Several dimensions
of Inservice Teacher Education are seriously flawed at
present, and the relationship among the dimensions is
far from optimal. The general structural problem over-
shadows specific problems, making narrow remedies of
doubtful value.
^
In addition to literature specifically about inser-
vice and staff development, there are other studies and
^Bruce R. Joyce, "Structural Imagination and Profes-
sional Staff Development," Address delivered to tlie National
Council of States on Inservice Education, New Orleans,
November 1977, p. 1.
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inquiries both within and outside the field of education
which help to clarify and define the dimensions mentioned by
Joyce in the above quotation. These studies in change and
influence, organizational behavior, and social psychology,
for example, will be introduced as they become appropriate.
The review of literature is designed to present an
overviev\r of what has been written about individual staff
development programs, secondary studies which attempt to
address problems common to all programs of staff development,
and selected studies outside the field of education which
promote an understanding of the context in which those pro-
grams are to be developed.
Chapter Organization
The review of the literature presents an overview
of information relevant to the structural problems inherent
in the design of programs of staff development. The chapter
will present information on individual inservice programs,
point out the last of a clearly defined conceptual frame-
work in which to develop staff development, and present
information from a number of primary and secondary sources
which have relevance to the design process.
The literature to be reviewed includes studies done
by Lawrence, Edelfelt, and others on the composition of in-
dividual inservice programs. The chapter then moves toward
a more comprehensive definition of inservice as staff
12
development. Recent findings of the Rand Corporation are
presented which attempt to identify several characteris-
tics of successful inservice programs by reviewing a large
number of projects. Organizational theory and open systems
theory are presented in an effort to provide a background
against which to view specific theories of change and in-
fluence which will affect the design of any staff develop-
ment program. A review of specific adult learning theories
also suggests important considerations for the design pro-
cess .
The final pages of this chapter and the construction
of a series of criteria, which are supported by the litera-
ture, and which seem, within certain boundaries to be pre-
dictive of success for future staff development programs
in schools. The study is directed to looking at the possi-
bilities for individual change in an organizational setting
based on what the literature has to say about the adult
learner. The organizational possibilities for change and
the individual's receptivity to a directed change process
set the parameters of the review.
Inservice Vers us Staff Development
The traditional conception of inscrvice education
or career development for teachers has been that it is the
responsibility of the individual and that it consists of
any professional development activities beyond the awarding
13
of the original certificate. Edelfelt's 1975 review of
sources in the ERIC system supports those who would argue
that little has changed in that historical interpretation.
Only three ERIC entries deal with broader concerns, one
with a framework, a second with guidelines, and a third
with a rationale for planning and carrying out an in-
service education program. One lone report describes
inservice education as career development that is a
longitudinal mix of study and practice.
4
In my own review of individual entries in the ERIC
system 1 have found nothing to suggest a change in this
situation except some general documents which attempt to
review the development of Consortiums and Collaborat ives
and therefore touch on larger issues of program design and
implementation than the normal entry. Of the 300 entries
reviewed, the vast majority described 42 programs whicli were
aimed at a subject area, 43 with performance or competency
based teacher education programs with a preservice continuum,
13 with multicultural student populations to be served,
26 humanistic workshops and sessions, 21 with supervision
programs for department heads and school administrators,
31 with the design of programs developed in a consortium,
32 with the development of teachers' centers, and 27 with
implementation of specific teaching strategies. Eight
entries dealt with evaluation, 4 with classroom management,
"^Edelfelt, "Inservice Teacher Education," p. 3.
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3 with community involvement, 4 with the development of
instructional materials, and 3 others with teachers' verbal
behavior. The following subjects were dealt with only
once: the move of a faculty into a new building, the appli-
cation of learning theory to an inservice program, differ-
entiated staffing, the pyschological setting of instruction,
and funding.
Of those entries which attempted to look at inser-
vice less specifically, 5 looked at it as a change process,
9 argued the case for comprehensive programs, and 10 dis-
cussed staff development on a general conceptual rather than
programmatic level. While this second group of entries
offers some hope for developing a conceptual framework in
which to view the development of individual programs, it
does not as yet indicate a change in the twelve concepts
Edelfelt and Lawrence suggest have both shaped inservice
education and hindered its development. They are
1. The primary role of the school is the
giving and receiving of information.
2. Learning is the receiving of information to
be stored and used later.
3. Curriculum and teaching are relatively fixed
elements in the school.
4. The main business of teacher education is the
quest for mastery of some relatively stable
subject matters and metliods of teaching.
15
5. Inservice education is training designed,
planned, and conducted for the teacher bypersons in authority.
6. The central purpose of inservice education is
the remediation of teachers' deficiencies in
subject content.
7. Leadership is 'direction from above' and moti-
vation is 'direction from outside.'
8. Supervision is diagnosis, prescription, modeling,
inspection, and rating.
9. Teacher education in teacher preparation insti-
tutions and teacher education in schools are
separate and discontinuous processes.
10. Intellectual leadership in goal-setting and
planning for inservice education is expected to
come from outside the school.
11. The teacher is a solo practitioner (rather than
a group member involved in cooperative planning
of common goals and related actions)
.
12. Prescriptive legislation is an appropriate
vehicle for improving the quality of teaching
standards .
^
Perhaps this listing states the case too strongly
with too little evidence to support it, that inservice
efforts in the past have been dismal failures. The over-
statement can be attributed to an innate bias on the part
of many writers about inservice to appeal to the generally
held belief that staff development programs have been im-
posed on school faculties rather than being generated by
‘'’Roy Bdelfelt and Gordon Lawrence, "Inservice
Educat ion- -The State of the Act," National Education Asso-
ciation, 1975 .
16
the self perceived need of teachers to change their own
behavior. This tendency is most evident in the literature
penned by representatives of teachers' organizations and
unions v\fho are taking an increasingly vocal and visible part
in attempting to control the design and implementation of
staff development programs in schools.
What is generally missing in most programs of in-
service or staff development is a sense of the complexity
not only of the school itself, but of the entire attempt
to introduce a change process into an environment which may
be resistant or complacent to that attempt. This is less
true on an elementary school level where the teachers are
generally more child than subject oriented, but it is still
a valid criticism of the social/psychological setting in
which programs will be developed. The inability of program
designers to deal with the complexity translates itself
into designs which are inadequate, lacking in theory, and
narrow in focus. They do not address the structural prob-
lems suggested by Joyce nor do they appreciate either a
knowledge of social settings or the change process itself
described by Sarason;
In my experience, in practice, most explicit and im-
plicit conceptions of change derive from the language
and vocabulary of an individual psychology that is in
no way adequate to changing social settings. The tact
that one can be the most knowledgeable and imaginative
psychoanalytic, learning, or existentialist theoretician
civGS one no formal basis for conceptualizing t e pro
bicrof change in social settings. The problem is simply
17
not one to which these individual theories address
themselves .
^
Berman, commenting about an aspect of this problem
in the Rand studies, suggests that the literature of the
ERIC system is the literature of case studies written by
program participants with no attempt to establish a frame-
work or conceptualization.
Because the case studies attempt to describe or advocate
change--not to test theories of change or identiTy
components of success or failure-
-neither success nor
failure can be understood in a way that enables educa-
tors or policymakers to learn from past experience.
In short, the case study literature paints project
accomplishments in glowing broadbrush terms, but it
provides little information about specific successful
innovative strategies.
7
The Rand studies, some work done by Edelfelt and
Lawrence and recent publications by the Charles F. Kettering
Foundation Program attempt to look at staff development and
inservice programs within the context of the school as an
institution and organization. The findings of these studies
will be introduced at this point and will form the backdrop
for a discussion of the work of such people as Argyris,
^Seymour Sarason, The Culture of the School and th e
Problem of Change (Boston: Allyn and Bacon, 1971), p. 59.
^Paul Berman and Milrey McLaughlin, Federal Programs
Supporting Educational Change: A Model o f EducationaT
Tlhange (Santa Monica: The Rand Corporation, September,
1974) R-1589/1.
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Bennis, Bidwell, Sarason, Goodlad and others as well as their
implications for the design of future programs of staff
development
.
The Lawrence Study
Gordon Lawrence of the University of Florida College
of Education reviewed the profiles of ninety-seven different
studies providingresearch data on programs designed to im-
prove the professional competencies of teachers in the
attempt to determine if any patterns of success or generali-
zations could be determined. In selecting studies for
review, Lawrence focused on those programs aimed at employed
teachers and based either in a college or school setting.
Most of these studies- - four out of five- -reported success-
ful completion of program goals by describing significant
changes in teacher behaviors. His general study was the
first attempt to review the existing literature of inservice
education and the results reflect the state of the litera-
ture .
Richard Turner has described the need for a national
body of knowledge about what is successful in staff develop-
ment programs and has indicated that this literatuie would
resemble the following:
1. It will contain a principal array of programs and
their attendant practices and policies.
Each program in the array will be described in
terms of its design and the assets and liabilities
2 .
19
among its outcomes.
3. The outcomes may be categorized according to whetherthey are intrinsically related to the process ofimplementing the program, are inherent in its de-
hence are process outcomes
,
or whether they
are the results of the program, hence produce out-
comes .
4. The outcomes may also be categorized according to
whether they bear on ’schooling’ by which might be
meant curriculum- teaching- learning : ’Personnel
development,’ by which might be meant changes in
teachers, principals, and paraprofess ionals
; ’insti-
tutionalization,’ by which might be meant the
post-Federal funding survival capabilities of the
program, and ’adaptation,’ which might mean that
groups other than the original participants have
picked up the program or some of its practices and
changed them to meet their own situation. Whether
the program should be adapted or adopted could be
argued in the corpus.
5-. Some programs may not appear in the principal array,
but may be noted in a minor part of the corpus. Two
types of programs might appear here: 1) those that
produced a design which, for one reason or another
was never properly implemented and produced no iden-
tifiable results, and 2) those that were implemented
but were so poorly documented that they could not
meet the initial conditions establishing confidence
in them, namely; a) a sufficient amount of evidence,
b) reliable evidence, and c) evidence which fits to-
gether in a coherent way or has a logical pattern.
°
Lawrence’s study can be viewed as a first attempt
to begin the creation of this type of body of knowledge
about staff development and is useful in a number of ways.
^Richard Turner, ’’Teacher Corps Developing a National
Body of Knowledge About What Works in Schooling, Personnel
Development, Institutionalization, Adaptation,’’ Indiana
University, September 1976, pp. 7-8.
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On the plus side it indicates that some generally held
notions about inservice and staff development are indeed
being put into practice and that these programs are reporting
success in what they do. On the minus side, the study may
mean little more than the fact that if one looks at ninety"
seven (or 300, or 1,000) case studies the gross results will
reflect those available in individual reports and would be
subject to the same caveats suggested by Sara'^on and Rerman
.
The reports were classified and analyzed according
to fourteen different factors: situational design, media-
tion, influence agent, objectives for teacher change, com-
plexity of objectives, kinds of measurement used, research/
evaluation plan, and seven management criteria. Lawrence,
et al
,
made the following generalizations:
1. Inservice programs in schools and on college campuses
are equally capable of affecting teacher behavior,
but the school setting tends to be capable of in-
fluencing more complex behavior changes in teachers.
2. Teacher attitudes are more likely to be influenced
in school based than in college based inservice
programs
.
3. Mini-courses sponsored either by colleges or schools
tend to emphasize the development and application
of specific teaching skills with a corresponding
lower emphasis on beliefs, values, concepts and in-
formation objectives. Mini-courses have a high
rate of success in achieving the specific skill
obj ect ives
.
4. No medium of instruction is broadly inappropriate or
distinctly inferior in the accomplishment of the
objectives of inservice education.
21
5. Video and audio taping are effective as means ofinfluencing teacher behavior in classroom manaoe-
ment skills.
6. Studies of inservice programs that make specific
mention of a book or books as a medium of instruction
report a high degree of program effectiveness.
7. Training in the use of an observation system, such
as Interaction Analysis, is effective in changing
a teacher's capacity to perform certain verbal op-
erations; but it is relatively ineffective in in-
fluencing pupil behavior.
8. ‘^rbooT hr:tc;prl proorniD'; in which teachers narticinate
as helpers to each other and planners of inservice
activities tend to have greater success in accomplish-
ing their objectives than do programs which are con-
ducted by college or other outside personnel without
the assistance of teachers.
9. School based programs in which supervisors or ad-
ministrators serve as helpers and planners tend to
be more successful in accomplishing their objectives
than do programs which are conducted by college or
other outside personnel without the assistance of
supervisors or administrators.
10. School based programs conducted by supervisors and/
or administrators have a record of effectiveness
which exceeds that of school based programs that
involve college or other outside personnel.
11. School based inservice programs that emphasize self
instruction by teachers have a strong record of
effect ivenes s
.
12. Objectives of inservice education that deal with
changing teachers concepts or enlarging the teacher's
store of information have a high rate of realization;
objectives dealing with overt teaching behaviors
are less often realized; and objectives involving
changes in teaclier attitudes or values are least
often realized.
22
13. The success rate of inservice education programs
IS substantially higher when change in teacherbehavior is the criterion rather than when sub-
sequent change in pupil behavior is the criterion.
14. Inservice education programs that place the teacher
in an active role are more likely to accomplish
their objectives than are programs that place the
teacher in a receptive role.
15. Inservice education programs that have differentia-
ted training experiences for different teachers
are more likely to accomplish their objectives
than are programs that have common activities for
all participants.
16. Inservice education programs that emphasize demon-
strations, supervised trials and feedback are more
likely to accomplish their goals than are programs
in which the teacher is expected to store up ideas
and behavior prescriptions for a future time.
17. Inservice education programs in which teachers
share and provide mutual assistance to each other
are more likely to accomplish their objectives
than are programs in which each teacher does sep-
arate work.
18.
Teachers are more likely to benefit from inservice
education activities that are linked to a general
effort of the school than they are from 'single
shot' programs in which the goals and activities
are not part of a general staff development plan.
19. Teachers are more likely to benefit from inservice
programs in which they can choose goals and activi-
ties for themselves as contrasted with programs in
which the goals and activities are pre-planned.
20. Self initiated and self directed training activities
are seldom used in inservice education programs,
but this pattern is associated with successful
accomplishment of program goals.
^
^Gordan Lawrence, et al . , '^'Patterns of Effective
Inservice Education," in Inservice, ed. Roy Edelfelt (New
York: Syracuse University Press, 1977), pp. 1-8.
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This review adds little new knowledge to the body
of literature about inservice or staff development. In most
cases, the studies reviewed were developed by program par-
ticipants or staff and are therefore subject to innate, if
unplanned, bias. Many programs which claim cases of
successful implementation of program goals are making a
case for refunding or replication at another site. The
change? in tpprhpr hphaAnnr nr attitude which are reported
are neither described as occurring in a larger institutional
organizational framework nor is sufficient follow-up over
a long period of time accomplished to insure that the changes
made after the initial intervention remain an established
part of the school setting. Most studies do not attempt to
describe a change process for an entire school but merely
an alteration of the existing practices of a limited audience
or the introduction of a new teaching strategy which has
already gained the acceptance of the target population.
Lawrence's attempt at developing a descriptive
context in which to talk about inservice or staff develop-
ment falls far short of the type of literature suggested
by Turner, It is not comprehensive enough to allow for the
description of program design or the listing of successful
practices and policies which could be replicated in other
situations. The Lawrence study does not attempt to cate-
gorize different types of outcome or to attribute success
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or failure to either the design process, the actual
implementation stage, or as a direct result of the program.
It also does not view the difference, if any, between
changes brought about in teacher attitudes or behaviors and
change in the larger organizational life and direction of
the school.
The review's findings are not valid for those wish-
ing to develop new programs or approaches to staff develop-
ment because it merely catalogues what is generally and
conventionally known about programs of inservice education.
It is biased in a number of ways and reports what tradition-
ally vocal audiences, such as teachers' unions and organiza-
tions, assume to be the correct way to design, implement
and evaluate staff development without reflecting an atten-
tion to learning theory, the literature of change and in-
fluence as well as that of organizational theory. It lacks
a complexity which allows description but not interpreta-
tion or replication in other settings.
The Rand Corporation Studies
The Rand Corporation has recently completed a two
year review of Federally funded programs which have attempted
to introduce an innovation in an educational setting. This
study, prepared for the Office of Education, attempts to
look at the process by which innovations are introduced,
the role of change agents in schools, and the particular
25
institutional forces which either promote or impede
adaptation of the innovation. The purpose of the study
was, in part, to draw up policy guidelines for the funding
of future staff development programs.
At the end of the first year of research into the
change process in schools, the Rand Corporation presented
the following findings about the relationship between the
change agent and the school setting in which he must operate
1. Implementation- - rather than the adoption of a
technology, the availability of information about
it, or the level of funds committed to it- -dominates
the innovative process and its outcomes.
2. Effective implementation depends on the receptivity
of the institutional setting to change.
3. Effective implementation is characterized by the
process of mutual adaptation.
4. Local school systems vary in their capacity to
deal with innovations and with the stages of the
innovative process.
The implications of the Rand Corporation studies
for developers and implementers of staff development pro-
grams are many. The studies reflect an attention to de-
tail and situation which has been lacking in the past.
They are also articulate, unbiased, descriptive and inter-
pretive. They are the first attempt to link the literature
of change, social psychology, sociology, and organizational
behavior to the problem of change in schools.
^^Paul Berman and Milrey McLaughl
grams Supporting Educ ational Cha n ge. The—
view" (Santa Monica : The Rand Corporation
irT589/4, p. 7.
in, Federal Pro-
Fi ndings in Re -
,
April, 1975l~
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Dale Mann, who was part of the research team looking
at this process, prepared a secondary analysis of the data.
This analysis, published in the Teachers College Record
,
provides the following conclusions which bear directly on
the development of programs of staff development;
1. Most innovations are introduced by a relatively
small group of people facing opposition from both
school district personnel and the proposed trainee
group
.
2. Most successful projects are ambitious in design
and complicated in the final outcome they wished
to introduce. As these programs developed they
became more focused, less complicated in expected
outcomes and aimed at smaller populations.
3. Target populations were often unaware that their
deficient behavior was the object of the training
program. Precise purposes in a successful retrain-
ing program should be cloudy in order to decrease
initial organizational opposition. The projects
which met with success usually attempted to imply
that only a small change in existing behavior was
required.
4. Not less than 2-25% of the school's faculty has to
be supportive of the proposed change or program
goals
.
5. Successful programs attempted to introduce their
proposed change by utilizing various inputs in the
school system with different strategies. Materials
designed by program participants were useful in
gaining initial interest and success in program
development
.
6. Hard evaluation of participants' achievement of
program goals was a significant factor in the
acceptance of the program's credibility.
7. The physical presence of the training staff over a
long period of time increased program acceptance,
particularly when the staff was willing to devote
time to teacher designated concerns.
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8. Instructional packages which offered self-paced,
multi-media approaches were more successful than those
relying strictly on traditional means.
9. Support for program goals must be available from the
principal
.
10. High school faculties, for a variety of reasons,
are almost totally resistant to programs which
attempt to retain.
11. Volunteers who perceive the need for change in their
own teaching are much easier to introduce to new
strategies. Once the crisis intervention is accom-
plished however, they become more resistant to pro-
gram goals which attempt to go beyond the initial
focus.
12 . The most successful trainers were those
experience in the client system and vsfho
almost naive enthusiasm for the program
implementation difficulties.
who had
maintained
in spite of
13. Successful continuation of programs aft
ing staff has left is dependent on the
the trainees to develop independence 11
er the train-
ability of
The Rand Corporation studies confirm what should
have been obvious about the introduction of a change process
represented by a staff development program in a school. The
fact is that
. .
.educational change has a greater likelihood of
successful acceptance, implementation and continuum
in a school and community when the change is in tlie
form of an organizational framework with specified
^^Dale Mann, ’’The Politics of Training Teachers in
Teachers College Record 77 (February , 1976); 323-Schools ,
"
338.
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characteristics and goals.
It also supports work done by others interested in the
change process who describe it as a developmental, mutually
adaptive phenomenon in which both the trainers and the
trainees are affected and changed, a process which the Rand
Corporation studies describe as "partisan mutual adoption."
In The Culture of the School and The Problem of
Change
,
Sarason proposes a process of description through
which to view change in a school setting. This descriptive
process has been carried one step further in the Rand studies,
which are not limited to an individual program but review
the history of a number of instances in which an educational
change intervention has been made and tries to draw a set
of common experiences from that review. In the design
and implementation of staff development programs the re-
sults of these studies will be useful because they suggest,
as they were intendedto do, guidelines for the future. The
literature of change and organizational theory which forms
the background for the study, also provides the framework
which might suggest other areas for consideration of think-
ing about staff development.
^^Ann Byrd Schumer, An Educational Change Model-
-
Pre-Service, Inservi ce Continuum (Ed.D. dissertation, Uni-
versity ot~Massachusett s , 1973), p. 16.
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Organizational Theory: Some Implications
for Staff Development
The following section is aimed at developing a
context in which to view the environment in which programs
of staff development are to be introduced. It will describe
the school as an organization and as an open system and
discuss the implications of this for the design of programs.
It will present some conditions which are necessary for the
introduction of any innovation to be successful and suggest
possible roles and functions for those involved in the
design process.
Programs of inservice education are, or should be,
aimed at the improvement of instruction in schools. The
implication of this statement, particularity when viewed
in relation to the roles professional instructional person-
nel must play, are twofold: inservice must be designed to
compliment and enhance these roles; and, instruction occurs
in a classroom which cannot be separated from its larger
organizational framework.
To view the application of an inservice program as
directed solely toward an individual teacher is a denial of
one of the fundamental realities of the school and its
function as an instructional organization. The school is
an organization, and as an organization, it is described
by
a growing body of literature which interprets and
informs
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not only the functions and roles of the individual teacher,
but the more complex transactions and relationships which
occur in what is defined as the organizational structure.
A school cannot be described as a monolithic structure nor
as an aggregate of unrelated and disparate elements.
Harris, Bessent and McIntyre have indicated that in thinking
about inservice programs one must realize the place of the
school in the larger school district and also, accept the
fact that each individual school is a set of sub-systems
which must be dealt with independently as well as generally.
The advantage to be gained by keeping in mind the
systemic structure of the school district is to avoid
the simplistic assumption that inservice programs can
be successfully independent of changes required in
other sub- systems
.
Most programs, except for those such as the League
School experiment done under the direction of the Institute
for Development of Educational Activities and funded by the
Kettering Foundation, will not attempt to deal with the
entire school district, but will instead, focus on an in-
dividual school. I will treat the school as an organization
and will develop this description in terms of open system
theory which demands considering organizations in connection
^^Ben M. Harris and Wailand Bessent, eds.. Inservice
Education--A Guide to Better Practi ce (Englewood Cliffs:
Prentice Hall, 1969)^ p”i 21.
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with the larger environment of which they are a part.
Three basic assumptions are made which allow one to
move towards the formulation of the organizational charac-
teristics of schools:
1. Schools are cl ient - serving organizations.
2. The role structure of a school system contains
a fundamental dichotomy between student and
staff roles.
3. School systems are to some degree bureaucratic.
That is, they display at least in rudimentary
form, the following characteristics:
a. A functional division of labor.
b. The definition of staff roles as offices.
c. The hierarchic ordering of offices.
d. Operation according to rules of procedure
which sets limits to the discretionary
performances of offices by specifying
both the aims and modes of official action.
The importance of dealing with the school as a for-
mal organization has been established by many. Presthus
has suggested that schools share the following characteris-
tics with all organizations:
1. Fixed and official jurisdictional areas which
are regularly ordered by rules, policies,
regulations and laws.
^^Charles E. Bidwell,’The School as a Formal Organi-
zation," in Handbook of Organizations , ed. James G. March
(Chicago: Rand McNally and Co., 1965), p. 973.
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2. Principles of hierarchy and levels of graded
authority that insure a firmly ordered system
of super and subordination in whicli those in
liigher offices supervise those in lower ones.
3. Administration based on written documents.
4. Administration run by full-time, trained
officials.
5.
Administration planned according to stable and
comprehensive general policies.
St
organizat
i
efforts at
comprise i
of schools
specifying
aff development programs will be introduced in an
onal setting and will therefore have to direct
both the organization and the individuals who
t. Owens has established the bureaucratic nature
which is reflected in the organizational charts
line and staff relationships, and channels for
the flow of internal and external communications as well
as indicating the organizational policies and procedures
are written and distributed throughout the group. Gordon
and Waller have indicated that in spite of this bureaucra-
tic orientation and nature of schools
. . .teachers' relationships with students tend to be
resolved in favor of affective, particularistic
interaction. This is legitimized by a powerful set
^^Robert Presthus, The Organizational Society
(New York: Alfred A. Knopf; 1952)
,
p. 5.
^
^Robert G. Owens, Organizational Beliavior in
School (Englewood Cliffs: Prentice Hall, 1970).
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colleague norms and reinforced, perhaps without
intent, by the policies of the school principal
and influential colleague norm- setter s . ^
^
Argyris has indicated that the organizational
aspects of schools, particularly the reliance on a chain
of command, tends
. .to make the individuals dependent
upon, passive toward, and subordinate to the leader. As a
result, the individuals have little control over their
1
8
working environment." If the individual teachers do not
perceive the staff development program as having a direct
impact on their own needs for self actualization and ful-
fillment, they will have a tendency to ignore and subvert
its efforts. While staff development, because of its
nature, is focused on the organizational needs of the
school, it must not attempt to attain its goals, or intro-
duce procedures which do not increase the individual's
chance for this self actualization. "Psychological success
is achieved when each individual is able to define his own
goals, in relation to his inner needs and the strength of
the barriers to be overcome in order to reach these goals."
^^Bidwell, The School As a Formal Organization,
p. 973.
^^Chris Argyris, Personality and Organizations
(New York: Harper and Row, 1957), p. 61.
19
19
Ibid.
,
p. 63.
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The result of this is that those individuals who
are acting in what Argyris describes as a "mature” manner
react to the organizational structure by either leaving the
setting altogether, accepting the status quo and attempting
to break into the power structure, or by adopting various
defense mechanisms and becoming apathetic in the performance
of organizational roles.
The organizational ties and relationships are much
more pronounced in the secondary schools than they are on
the elementary level. The Rand Corporation studies reported
that no staff development project was able to have an im-
pact on a high school and pointed to the characteristics
of the trainees in secondary school as being of prime res-
ponsibility for this failure. Mann suggests that the
following have an impact on this:
1. High school teachers relate to their topical fields
more than to an overall schooling mission. While
most change projects emphasized process, high
school teachers consistently subordinated process
considerations to topic coverage.
2. Topic specilization provides an organizing base
which makes high school teachers believe themselves
to be superior to their lower grade colleagues.
That specialization strengthens defenses against
outsiders and makes resistance to change easier
and more effective.
20
Ibid
. ,
p . 79
.
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3. Many high school faculties are often split into
anatagonist ic groups of ’core', 'solids', or
'academic' teachers and 'electives' teachers. The
lack of cooperation among these factions makes
things like scheduling changes and team teaching
very difficult to realize. Norms of local unanimity
further freeze this situation.
4. The baby boom has not yet ebbed in the high schools
which remain relatively overcrowded, thus affording
teachers there less free time and organizational
slack than is currently available in lower grades.
5. High school teachers deal more briefly with many
more and older students and thus tend to blame
the anonymous mass oi threatening stuUents more than
themselves for the failure of schooling. Students
who fail or who are failed by the high school
simply go away and are not persistent problems
within the same organization. These factors diminish
the sense of personal responsibility and thus the
felt need for change.
6. Because high schools are large and more specialized
with more intermediate organizational layers, high
school teachers are less dependent on their prin-
cipals than are elementary teachers and thus are
more insulated by the chain of command.
7. High school faculties are usually more unionized
than their elementary colleagues and thus less
malleable with respect to 'extra' demands of train-
ing programs.
21
8. There is less external pressure on high schools.
If the high school teacher does attempt to overcome
the organizational norms and structures which interfere
with the development of personal, individualistic relation-
ships with students, he is likely to encounter what Gordon
Mann, "The Politics of Training Teachers,
pp. 329-30.
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has described as the "central functional dileinma"^^ of the
school resulting from the conflict between official bureau-
cratic and organizational procedures and the "affective,
2 3personal ist 1C components of teaching." In a study at
Wabash High School, Gordon indicates that this dilemma and
the manner in which teachers attempt to resolve it
. . .will vary as an interaction effect of the student
society (its integration and alienation), the school
bureaucracy (the extensiveness of the extracurriculum
and the policies ot tlie school administration), and tng^
strength and nature of collegial norms among teachers.
Schools, because they have a relatively captive
audience which is directed to them by law, do not necessar-
ily demonstrate all of the characteristics of a mature
organization. Even if a school sincerely wishes to adapt a
particular change in its organizational setting, it may not
prove to be an easy task. Rogers attributes this to the
fact that
:
1. There is no profit motive for being an innovator
in education.
2. There is no corps of change agents in education
comparable to extension agents in agriculture.
3. Educational innovations are less clear-cut in their
^^Bidwell, The School As a Formal Organization ,
p . 982
.
23
Ibid.
^"^Everett M. Rogers, "Research Design
Studies," in ^vc l Strate gi es and Tactics f o_r
of New Educational Media Demonstrations^ , ed.
XUolumbus : Ohio State University, 1965), pp.
and Field
Field Studies
Sidney C. Ebick
78-9.
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advantage over the existing ideas they are to
replace
.
4. Innovation decisions in education may not be an
individual matter, and the norms, statuses and
formal structures of the system affect the process
of diffusion. 25
It is important to introduce, under this general
discussion of the organizational nature of schools, the
fact that it will be necessary to deal with all elements
in the formal structure of the institution in developing
an approach to staff development which will have a chance
of success. Changes in the behavior of one group will not
necessarily have an effect on the general functioning of
the system as a whole becuase of the traditionally bound
nature of organizationally norms.
All social systems, including organizations, consist
of the patterned activities of a number of individuals.
Moreover, these patterned activities are complementary
or independent with respect to some common output or
outcome; they are repeated relatively enduring, and
bounded in space and time.^^
It is these patterned activities which very often
make introduction of any innovation in the organizational
structure a difficult process. Bennis has suggested
that schools lack the necessary level of adaptabl i 1 ity in
their attempts to operate in a system which places in-
creasing demands on their function and that this failure is
25
26
Ibid
.
Daniel Katz and Robert L.
chology of Orga n 1 zat ions (New York:
T^6)
,
pTiy.
Kahn, The Social Psy
-
John Wiley ^ Sons,
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compounded by their low level of reciprocity both internally
and with their larger environment.^^ This observation is
supported by Miles who writes: "Indeed it may not
be too much to say that adaptive failures are the most ser-
ious problem area for almost any school district in America
today.
The attempt to improve the quality of instruction
and learning which occurs in a school implies that in-
structional activity will be accomplished in a manner dif-
ferent than it has been done in the past. In other words,
patterned activities, behaviors and perhaps relationships
will have to change. The following sections on learning
theories, open systems, and change will take this process
up in greater detail, but the contribution of organizational
theory to this literature is in its description of the
barriers to changes in activity patterns which are inherent
in all organizations. Organizations tend to be resistant
to all change processes and the staff development process
of change will have to be concerned with overcoming this
resistance
.
^^Warren G. Dennis, Changing Organizations (New
York: McGraw Hill, 1966), p. 7.
^^Matthew B. Miles, "Some Properties of Schools as
Social Systems," in Change in School Systems , ed. Watson
Goodwin (Washington, D.C.: National Education Association,
1967), p. 15.
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Organizations are not static. They, are constantly
anticipating and adjusting to internal and external pres-
sures. In the integration of these pressures into the organ-
izational mode of functioning, organizations tend to adjust
operations to accept as little basic alteration as possible.
They attempt to maintain what Katz and Kahn refer to as
"dynamic homeostat is or a basic equilibrium.
Both the major system and the component sub-system are
characterized by their own dynamic or complex of
motivational forces which moves a given structure to-
ward becoming more like what it basically is. For
example, a hospital for mental patients organized as
a custodial institution tends over time to become
more a custodial institution unless it is subject
to new inputs from its supporting environment, and
even then the system dynamic may resist movement from
the custodial homeostat is .
Staff development programs which will attempt to
change the pattern of activities in a school must face the
fact that all activities in an organization are inter-
related and that a change in the behavior of one teacher
will be encouraged and allowed to develop only in the
proper organizational climate. The prevailing and distinc-
tive climate of the school may, by its very nature, be
opposed to behavioral alterations in its sub-system. Efforts
must be made to create enough support in the school so that
changes are not viewed as threats to the entire organization,
^^Katz and Kahn, Th e Social Psychol ogy of Organ izaj^^
tions, p.l7.
but rather as a means of enhancing the achievement of
organizational goals.
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There are a number of component sub-systems in
any organization and a school is no exception. The defini-
tion of the various roles and functions of the faculty
and administration fall into one of the following five
categories and the designer of staff development programs
might find it useful to begin thinking about the manner
in which each of these sub-systems could be approached
and utilized in encouraging support for the change process.
The component sub-systems of the organization are
1. Maintenance structure.
2. Production supportive structure.
3. Reward and sanctioning structure.
4. Adaptive structure.
5. Managerial structure.
How this description might be useful to the design
and implementation of inservice programs of staff develop-
ment for the improvement of instruction and learning in
schools bears further discussion and it will be taken up
in the next section which views the school not only as an
organization, but as an open system.
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The School as an Open Syst em
Staff Development as an Input
Open systems, and all organizations are open systems,
are indeed characterized by the maintenance of a steady
state, but this maintenance is a dynamic process of pre-
serving patterns of relationships by constant adjust-
ment .
This description of one of the characteristic processes in
an open system has many implications for staff development
as an input into the school. The maintenance structure
inherent in an organization implies the close relationship
between open systems and their surrounding environments.
Open system theory states that if an organization ceases
to capitalize on the inputs of energy and expertise avail-
able in this outside environment, the organizational
structure will cease to function. It will atrophy and be
replaced by something else.
As much as is written about the need to "de-
school” society notwithstanding, schools are organizations
which society finds difficult to replace. They do not
exist in a free market environment. Children are legislated
into them for specific periods of time and the school does
not liave to rely on its own "production supportive structuie
since it is provided by the state. When schools cease to
30 Ibid.
,
p. 73.
42
capitalize on the "energic sources" outside'of their walls
and begin to become more bureaucratic, they are not re-
placed. They continue in much the same manner.
The more energy sources a school can utilize as
inputs, the less likely it is to seek a state of entropy--
an organizational phenomenon basic to open systems theory.
Social structures-
- schools- -are held together by psycholo-
eical networks among students, teachers, staff and admin-
istration. "School systems are anchored in the attitudes,
perceptions, beliefs, motivations, habits, and expecta-
31tions of human beings." It is these things which pro-
vide the energy source for social structures and it is
these things - -human effort and motivation- -which must be
tapped in developing inservice programs on a school -wide
basis
.
The fact that staff development programs will be
operating in schools and that the functions of instructional
personnel have expanded, suggests that these various pat-
terned activities are held together by certain constructs
of social acceptance. Katz and Kahn identify at least three
characteristics of social systems which an inservice pro-
gram should be able to utilize. Social systems are
characterized by identifiable roles, norms, and values.
31 Ibid
. ,
p . 32
.
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Roles are the actions and duties which separate and
differentiate one position from another. Norms and values
are the set of common assumptions and beliefs which con-
stitute a rational interrelation of parts. More specifi-
cally, norms define the appropriate type of behavior for
each member of the system and system values provide a
rationale for the norms. "For a value to become a norm for
a sub-system, it must have an explicit formulation with
specific reference to identifiable behavior of a systemati-
cally relevant character so that it can be enforced.
In the school, it is often the principal who
actively maintains or changes the values of his faculty
into norms. Lieberman observes that:
Although much has been written about the role of the
principal as leader, little of the literature deals
with his relationship to the whole school culture--
to the teachers and, ultimately, to the pupils. If
it is accepted that the principal holds the most
significant leadership role in this social system,
the school, then a central question emerges: How
does his behavior affect teachers and pupils? That^
is, how much power does the principal really have?-^-^
While the answer is unclear, Lieberman does conclude that
".
. .when the principal involves himself in organizing
the school to deal with its problems, gets teachers toget-
her, and encourages them to look outside the school, the
,,34
teachers manifest greater professional behavior."
^^Ibid., p. 51.
^^Ann Lieberman, "The Power of the Principal: Re-
search Findings," in The Power to Change: Issues for—th^
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While Lieberman, and others who write about the role
of the principal as a force for change in schools are
speaking of the elementary school principal, the implica-
tions of their research may be generalized to the role of
his secondary school counterpart.
The comprehensiveness of attempting to introduce
a staff development program in a school becomes increasingly
apparent and it becomes just as apparent that few schools
could provide the professional expertise to describe the
values, norms and roles which bind them together. In the
process of attempting to introduce a change in the school
setting, even sincere attempts would be hampered because
of the follovr^ing:
1. Lack of viable alternative solutions to exist-
ing educational problems.
2. Lack of understanding of the educational change
process
.
3. Lack of personnel competent to study the change
process, to exercise leadership in designing
and mounting change programs, or to implement
these programs in action.
4. Lack of tools and strategies through which^
educational improvements may be effected.
It is these areas where the university or school
Innovative Educators, eds. Carmen M. Culver and Gary J
Job an (New York: McGraw-Hill, 1973), p. 36.
^''ibid.
,
p. 47.
^^John L. Hobart, "Educational
Role of Educational Administrators," in
Change (Philip Gates, Ed.D. disseration
Massachusetts, 1971), p. 76.
Improvement and
Principals of
,
University of
the
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of education can develop its role and increase its
acceptance as a credible change agent in the design of
the staff development programs. Smith has observed that
teachers and their bargaining agents are beginning to change
their conception of universities from the traditional
scheme of looking upon them as a scapegoat for the failure
of school reform to
. . .their best allies in conflicts with management at
state and local levels over certification, account-
ability, and continuing professional development pro-
grams. Perhaps the reason for this switch is the hope
that the university is potentially the only politically
and intellectually free agency in the governance pic-
ture. This one reality factor may bring a new alliance
that will strengthen a reconstitution of the partner-
ship, provided that university faculty are willing
to work with teachers side by side in the field on their
educational problems and questions, basing their re-
search and study on real situations
.
Once the school attempts to map out and describe the
manner in which it would like to function, and defines what
it holds to be important in the process of educating its
students, it can then examine existing roles, norms and
values which support or are detrimental to their realiza-
tion. The function of the university in this process is to
provide the expertise necessary to undertake and encourage
the open discussion of the relationships existing in the
school. Through this process the legitimacy of the staff's
Brooks Smith, "Partnership in Teacher Education
Revisited," The Journal of Teacher Education .
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decision to involve itself in a change effort may be
defined and supported.
First, receptivity may require some minimum agree-
ment in the staff (principal and teachers) that the
decisions being made do come from sources which are
legitimate, and second, it may be that the perception
of more sources as legitimate accompanies greater
receptivity.
Again, this approach should be conceptualized as a "nested"
treatment. It should be designed to serve both the needs
of the individual teacher and the needs of the larger
organization to which he belongs.
Katz and Kahn propose three conditions which must
exist if the process of open description of relationships
is to be productive.
1. There must be beliefs about appropriate and
required behavior for group members as group
members
.
2. There must be objective or statistical common-
ality of such beliefs; not every member of the
group must hold the same idea, but a majority
of active members should be in agreement.
3. There must be an awareness by individuals that
there is group support for a given belief.
Bentzen et al . reinforce this position by pointing
out the necessity for focus on the internal interaction ol
the school in the change process. They make the observation
^^Mary M. Bentzen, et al., Changing School sj Tl^
Magic Feathe r Principle (New York: McGraw Hill, 1974),
p7 1^.
^^Katz and Kahn, The Social Psychology o f qrgiiniza_:
tions
,
p. 17
.
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that the most important element which places pressure on an
individual to change is the members of the group in which
he defines his role. Intervention on the part of the
designers of the staff development program would
. .attempt
• • ‘to build the school units themselves into an environment
within which each staff group would find both support to main-
tain open inquiry and the expectation that it would do so.”^^
In systems which deal with the molding of people,
cooperation and success in any staff development program can
be assured only if there exists a relatively stable network
of personnel in staff and instructional roles. The fact,
mentioned earlier, that teachers and other instructional per-
sonnel are remaining in their organizational and professional
capacities for longer periods of time than had been the case
in the past, meets a further condition of organizational
stability
.
The process of focusing in on the needs of the
school as a whole also provides the opportunity to guard
against the fact that any group of people charged with the
specific roles in an organizational setting tend to lose
sight of the roles and functions of other groups in the same
situation
.
Loyalties develop to one’s own organizational sector
^^Bentzen, et al. .Changing Schools , p. 204.
''“ibid.
,
p. 205.
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rather than to the overall organization. Conflict
between departments can become bitter and persistent
because the members of each do not accept common
organizational objectives but only the specific tasks
which compromise their daily lives.
Since secondary schools tend to be larger and more
complex than elementary schools, this problem is exacerbated.
The departmentalization of the high school physically, and
often philosophically, isolates faculty from each other
and from the student body.
Open systems rely, to varying degrees, upon rule
enforcement to control the behavior of their members. In
schools, this operates for both the students who must sub-
mit to a range of formal and informal behavioral prescrip-
tions, and to faculty who are expected to act and perform
in certain ways. Rule enforcement is usually the function
of the managerial structure of the organization, and in
schools this is the function of the administrative network.
This type of control is basic and primitive in organizations
such as schools which are legislated to perform certain
tasks. This type of control is also the form which in-
creases the chances for conflicts to develop within the
structure
.
^^Katz and Kahn, The Social Psychology of Organiza:
tions, p. 65.
49
The implementation of an inservicc program in a
school setting which depends exclusively or primarily on rule
enforcement to achieve its tasks is a difficult process.
The designer must be aware of the delicate nature of the
situation, and one of his objectives in the implementation
program should be to move the organization from dependence
on this type of control. The definition of shared expectations
and values should encourage a more trusting atmosphere in
which the inservice program has a better chance to develop.
The School: Culture and Climate/Change and Resistance
It has been suggested that one of the functions of
the inservice implementer is to determine the types of con-
trol which characterize the schools in which the program is to
be developed. The determination is part of a larger duty
which the designer must undertake which is to determine what
has been defined as the school's organizational culture and
climate. It can be accomplished through interviewing sample
populations within the school or may take on the more sophis-
ticated analysis inherent in formal needs assessment, pre-
liminary and formative evaluation models, values clarifica-
tion, and goal determination. The designer should attempt
to determine the way in which the diverse elements in the
school become integrated into a coherent system and the
manner in which that system expresses itself- -awareness and
rationale to outsiders.
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Sarason has pointed out that there are at least
three major barriers to overcome in attempting to observe and
interpret the culture of a school:
1. We place undue reliance on a psychology of indi-
viduals that, as C. Wright Mills (1959) has so
clearly pointed out, is no adequate basis for
studying structural characteristics of a society
or one of its important parts.
2. Observers are not neutral, and what they observe
about their own or someone else's setting is to
an undetermined extent based on the structure,
tradition and ideology of their own setting.
3. Particularly in relation to the school culture,
our ignorance about how change occurs is vast,
and this at a time when programs for changing
the schools are being proposed and implemented
at a fantastic rate.^2
The Kettering Foundation Reports point out the need
to utilize these other sources, particularly the structural,
in gaining program acceptance.
The third barrier is probably the most difficult to
deal with and it would seem most important for developers of
inservice programs to explore its implications in the organi-
zational setting. Inservice, as it has been defined, is a
process of change but it is only one of several sources of
change which can be found and utilized in an organization.
Harris, Bessent and McIntyre locate four sources: authority
rules, alteration of functional specialization and personnel
development
.
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^
^Sarason, The Culture of the School , p. 24.
^^Harris, et al., Inservice Education .
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Inservice deals with personnel development but may
also address other sources of change in the school. It is
important to realize that this approach towards change in
bureaucratic operations, from the structural to the emphasis
on personnel, has been made possible by the increasing inter-
dependence of staff functions and the gradual evolution toward
a more participatory and democratic form of organizational
management. There has occurred a change in the underlying
philosophy which supports administrative behavior and is
more visible in the following areas:
1. A new concept of man, based on increased knowledge
of his complex and shifting needs, which replaces
the oversimplified, innocent push-button concept
of man;
2. A new concept of power, based on collaboration
and reason, which replaces a model of power
based on coercion and fear; and,
3. A new concept of organizational values, based on
humanistic-democratic ideals, which replaces the
depersonalized mechanistic value system of
bureaucracy . 44
This evolution in the approach of administrative
behavior is the base for the following assumptions concerning
the conceptualization of staff development as a change
process. I assume that improvement in learning and teaching
in a school setting will be affected by the manner in which
^^Warren G. Bennis, "A Funny Thing Happened on the
Way to the Future," in Optimizing Human Resources , (Reading,
Mass.: Addison Wesley Publishing Co., 1971).
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this occurs must, by the very nature of the school, be
non-coercive; I assume that there will be conscious and sub-
conscious resistance to adopting altered patterns of behavior
and relationships in the change process and that this may be
avoided if anticipated and planned for; I assume that a
variety of techniques and methods appropriate to individual
situations will be utilized by the inservice designer in
developing the program; and I further assume that the instruc-
tional staff are cognizant, or can be persuaded of, the need
to undertake improvement and development.
In conceptualizing the process of organizational
change through staff development programs it is necessary to
remember that the extent to which measurable change occurs
depends upon multiple factors;
. . .the nature of the innovation introduced, the tactics
used to introduce it, the characteristics of the indivi-
dual school members who must carry it out, and the pro-
^perties of the school structure in which it is introduced.
It is also useful to remember that a successful organizational
change proceeds in three stages: "initiation of the innova-
tion, implementation, and incorporation as a stable part of
the organizational structure „46
"^^Joseph P. Gianquinta, "The Process of Organizational
Change in Schools," in Review of Research in Education , ed.
Frederick N. Kerlinger (AERA: Fred Peacock Publishers, Inc.
,
1973)
,
p. 178.
46 Ibid
. ,
p . A9 .
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In describing a change process or in introducing a
specific innovation, the implementer must be aware of the com-
plexity of the undertaking. Gross, Gianquinta and Bernstein
present six conditions which must be met in the implementation
of an organizational change process through personnel develop-
ment :
1. The degree to which members of an organization
have a clear understanding of the innovation
will be positively related to their ability to
implement it. If they have an ambiguous under-
standing of the innovation, they will be unclear
about what is expected oi them. 1
1
they iiave an
erroneous interpretation of the innovation then
their efforts at implementation will be misguided.
2. A staff's ability to implement an innovation will
be a function of its capacity to carry it out.
If teachers lack the skills required to perform
in accordance with the demands of the innovation
then it will be impossible for them to carry
it out.
3. The ability to carry it out will be a function
of the availability of the tools and resources
required by the innovation.
4. Existing organizational arrangements must either
be compatible with the innovation or must be
changed. If arrangements in existence prior to
the introduction of the innovation are incom-
patible with it and are not changed, then it will
be more difficult for organizational members to
carry it out.
5. However, if all these conditions are fulfilled,
it does not follow that the staff will implement
an innovation. Staff members must also be
motivated to expend the time and effort required
for implementation.
6. The extent to which these five conditions are
fulfilled will be a function of the performance
of management. Management is in the best
position to clarify the situation. Furthermore
the authority to establish training programs and
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provide the materials and tools required for theinnovation is lodged in management. In addition,
only it has the power to make changes in organi-
zational arrangements that are incompatible with
the innovation. And management, too, is in the
position to offer the types of rewards and
punishments that can motivate the staff to expend
the time and effort required to implement an
innovation.
Staff development has been defined as a process of
planned and directed change. Change is internal and the
designer of staff development programs should look upon his
function ?.
5
one of influence, p e
r
5 1’ e i f''n n n '1 d 1 1- i r\i
the process, he will encounter resistance at both the indi-
vidual and organizational levels. Change, as has been indica-
ted, can be brought about in a number of ways. A shift in
the form or nature of organizational controls and retraining
programs are two of these methods.
In terms of organizational control and staff develop-
ment as effective and appropriate methods of introducing
48
change, the following chart, taken from Harris, et al., in-
dicates the importance of inservice education in effecting
changes in personnel.
^^Neal Gross, Joseph Giacquinta,
Bernstein, "Failure to Implement a Major
Change," in Learning in Social Settings ,
Charters (Boston: Allyn and Bacon, 1970)
and Marilyn
Organizational
ed. Miles and
,
pp. 702-3.
48Harris, et al., Inservicc Education, p : 6 .
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PLANNED CHANGE IN SCHOOL ORGANIZATIONS
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Environmental change concerns the manipulation of the
physical setting in which instruction occurs. Structural
change involves the redefinition of an individual’s status
within the school. Functional change occurs when job or role
definitions are altered. Personnel change, primarily
through retraining, occurs through the identification of a
person who occupies a specific position and performs an
assigned task in the organizational structure and convincing
him of the need to change. Tt is this personnel change whirh
is more effective and permanent in organizations, and it is
personnel change which is the most difficult, time consuming
and fragile.
Cartwright indicated that people who are influenced
to change from people outside the organization are in a
certain pre-existing state which is anchored in individual
beliefs, attitudes and behavior. The most important and
strongly entrenched aspect of this state are the person’s
direct experiences with reality- -what he perceives to be his
needs and internalized values, his defense mechanisms, and
his reference groups. Since each individual is anchored in a
number, if not all of these areas, influence often encounters
opposition. Whenever an agent of influence, or in this
case the inservice implemcnter , attempts to change the
established state of an individual, he can expect to encounter
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opposition and conflict created by this pre-existing
49
state.
The developer and implementer of staff development
programs will have to deal not only with the organization's
inherent desire to remain unchanged mentioned earlier in
this dissertation, but with the fact that individuals them-
selves are often more aggressively resistant to influence
and change than the organizations to which they belong.
Gross, Giacquinta and Bernstein indicate that this
resistance to the process of change is not necessarily limited
to the initial stages of implementation, where one would most
likely expect it, but may develop later in the process. In-
service implementers must be sensitive to possible shifts
in attitude. The areas which must be considered are
1. Organizational members who are not resistant to
change may encounter obstacles in their efforts
to implement an innovation;
2. Individuals in organizations are dependent, in
part, upon members of their role group to over-
come these obstacles and these members may or may
not provide aid; and,
3. People who are initially favorable to organiza-
tional change may develop a negative attitude
as a result of frustrations which have been
encountered in attempting to carry it out .
^
^^Dorwin Cartwright, "Influence, Leadership and
Control," in Handbook of Organizations , ed. James G. March
(Chicago: Rand McNally , 19^5) ,
^^Gross, et al., "Failure to Implement a Major
Organizational Change," p. 693.
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A school, and any organization, can be persuaded to
change through an appropriate staff development design.
Research on persuasion has made it clear that the apparentsource o a message greatly affects its effectiveness
. . . Ihus we may conceive of prestige as a base of in-fluence. Other bases are credibility, expertise, and a
reputation for obj ectivity . 51
If this observation is valid, and I am of the opinion
that it is, it adds some substance to the claim that inser-
vice programs should primarily be a partnership between a
school or college of education and the client school. Th*^
university, at its best, has the potential to be an effective
’source' of a message to a school, part icular ily when the
university has the legitimacy and resources to offer a highly
developed reward system in the form of advanced graduate
credit and degrees to the participants in a staff development
program.
Because the university is in a favored position to
exert influence this does not necessarily imply that the pro-
cess should be totally directed and controlled by that in-
stitution. In fact, evidence provided by Gross, et al., the
Kettering studies, and other sources, supports the
contention that organizational members, who must implement
any innovation or change process, will resist change if they
^^Cartwright
,
"Influence, Leadership and Control,"
p. 18
.
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have not been involved in formulating the innovation in the
first place.
It is further assumed that this resistance constitutesthe major obstacle to the implementation of innovations,inus, to overcome this resistance, management must
share its power with those who must implement innova-
tions by allowing them to participate in decisions aboutthe change to be made.
This participation should be broad enough to in-
clude not only the relationship between the university and
the client school, but, and perhaps more importantly, the
relationship between the faculty, staff and administration of
the client school itself.
Traditionally, students of change and influence have
focused their attention on describing the processes which are
initiated by the "change agent" and which operate on the
individual. There are a number of studies which attempt to
describe those attributes of an individual which will best
allow him to influence and initiate the process of change,
but, as Cartwright indicates, the change agent exerts influ-
ence not only as the result of his own charisma and strate-
gies but also because those people who are asked to change
want to be influenced by the agent.
An agent has more power to influence the course of an
organization's development if he is able to extend the range
of his influence into as many areas, and at as many
^^Gross, Giacquinta, and Bernstein, "Failure to Im-
plement a Major Organizational Change," p. 692.
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individuals, as possible. The involvement of the school’s
faculty as well as administration provides the inservice
implementer with a number of potential "inputs" which can
be self supporting and mutually directive.
Cartwright, in a 1951 study, summarized certain find-
ings in research in group dynamics and derived the following
conclusions
:
Efforts to change behavior can be supported or blocked
by pressures on members stemming from the group. To
make constructive use of these pressures the group must
be used as a medium of change . .
. ; to change the be-
havior oY~individuals it may be necessary to change
the standards of the group, its style of leadership,
its emotional atmosphere, or its stratification into
cliques and hierarchies. Even though the goal may be
to change the behavior of individuals, the target of
change becomes the group.
Most emphasis in the literature is placed upon the
importance of developing the sources of change which are in-
ternal to the individual or the organization. This emphasis
has been supported by the belief that it is in these internal
elements that external agents have the best chance to plan,
manipulate, direct and control. Inservice as a process of
change implies, ". . .change which derives from a purposeful
decision to effect improvements in a personality system or
social system and which is achieved with the help of profes
sional guidance."'
^^Cartwright , "Influence, Leadership and Control,"
54
p. 20.
Ibid.
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The process of inservice development for the
implementer then requires that he determine, in conference
with the participants, the prevailing climate and culture
of the school and help frame any design to reach goals or
conditions desired in the future. The means of influence
he will subsequently utilize in the program will be directed
toward achieving these goals. Design is discussed later
in this dissertation but to introduce this topic, another
body of literature will be reviewed-
- that of learning
theories appropriate to both adult and individuals, and
organizations of which they are a part. It is in these
theories that any program must be based if success is
anticipated in the design process.
Theories of Adult Learning
The following section reviews some of the particu-
lar learning theories which might prove helpful in design-
ing inservice approaches.
Learning theorists have been divided into a number
of categories; behavior ists
,
gestaltists, Freudians, function-
alists and those who support mathematical models. A dis-
cussion of the various branches, even at the surface level,
is beyond the scope of this dissertation. What I shall
attempt to do is to suggest the various areas of adult
learning theory which seem most appropriate to the task of
staff development and to review more part icular ily , the
strategies of motive acquisition which imply certain aspects
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for the design of staff development.
There is general agreement that there are at least
four characteristics which distinguish the adult learner
from more youthful individuals. First, there is a major
difference in the self concept. As adults and as teachers
they have been self directing, responsible and independent
personalities allowed a wide range of freedom within the
structure of the school. The inservice process must re-
cognize this fact and approach individuals as the profes-
sionals which they are.
Adults tend to resist learning which occurs under
conditions which are incongruent with their self image
as autonomous individuals. The inservice developer should
be aware of a number of implications which can be drawn
from this situation:
1. More attention should be paid to the quality of
the entire learning environment;
2. Adults can, and in some cases must, be involved
in the initial and subsequent planning and con-
ducting of their own learning experience; and,
3. Adults are capable of self evaluation and can
determine their own progress toward individual
and group learning goals.
Secondly, adults have accumulated a broader base of
experience which can be drawn upon in a learning situation.
They are less dependent on the vicarious experiences
furnished by teachers or textbooks and therefore greater
emphasis can be placed on those techniques which utilize
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their individual experience.
Thirdly, adults are more "ready to learn" than
children. They perceive developmental tasks as goals and
the design of the sequence of learning activities should re-
flect this.
Fourthly, adults have a well developed time per-
spective which allows them to enter into any educational
activity with a problem centered, rather than subject cen-
tered, frame of reference. The inservice activities can
utilize as they focus the problems and concerns of the
individual involved. Under the guidance of the inservice
implementer these concerns can be framed and directed
towards the improvement of instruction. Problems should
be the central organizing premise of an extended educational
experience for teachers which involves a number of learning
55
units
.
There is also acceptance of some general conditions
which should exist before effective adult learning can occur
and which the inservice developer should integrate into his
design. These conditions are aimed at specific individuals
and again suggest the dual foci of inservice- -the organiza-
tion and the teacher. After dealing with the organization's
Learn ii
Lippit
1971 )
.
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self-awareness, its functions and goals, and clarifying
the areas which will be improved, the inservice implementcr
will deal with the individual who must carry out the improve-
ment. In order to design an effective program he must
realize and capitalize on the facts that;
1. Individuals must be motivated to learn and
motivation should be related to an individual’s
drives
;
a. A person must be aware of the inadequacy or
unsatisfactoriness of his present behavior,
b. The person must have a clear picture of the
behavior which he is to adopt.
2. Learning is an active process, not passive.
3. Normally, the learner must have guidance.
4. Appropriate materials for sequential learning
should be provided.
5. Time must be provided to practice the learning.
6. Learning methods should be varied to avoid
boredom.
7. The learner must secure satisfaction from
learning
.
8. Reinforcement for correct behavior should he
provided
Perhaps the most difficult of the above to encourage
and incorporate into the design of an inservice program is
the motivational factor. Teachers will be asked to acquire
^^Lippit, This, and Bidwell, ’’Learning Theories and
Training," pp. 49-52.
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a number of motives directed toward the improvement of their
own teaching styles and effectiveness. In order to suggest
the strategies which an inservice implement er might employ
to encourage this motive acquisition, it seems worthwhile
to introduce some of the theoretical notions which might
come to bear on this process;
1. The more reasons an individual has to advance
to believe that he can, will or should develop
a motive, the more educational attempts designed
to develop that motive are likely to succeed.
2. The more an individual perceives that develop-
ing a motive is consistent with the demands of
reality and reason, the more educational attempts
designed to develop that motive are likely to
succeed.
3. The more thoroughly an individual develops and
clearly conceptualizes an associative network
defining the motive, the more likely he is to
develop it.
4. The more an individual can link the newly de-
veloped network to related actions, the more
the change in both thought and action is likely
to occur and endure.
5. The more an individual can link the newly acquired
motive to events in his everyday life, the more
likely the motive is to influence his thoughts
and actions in situations outside the training
experience
.
6. The more an individual can perceive and exper-
ience the motive as an improvement in self-image,
the more the motive is likely to influence his
future thought and action.
7. The more an individual can perceive and experience
the newly conceptualized motive as an improvement
on prevailing cultural values, the more the motive
is likely to influence his future thought and
action
.
8. The more an individual commits himself to
achieving concrete goals related to the motive
the more likely is it to influence his future
thought and action.
9. The more an individual keeps a record of his
progress toward achieving goals to which he is
committed, the more is it likely to influence
his future thought and action.
10. Changes in motive are more likely to occur in an
inter-personal atmosphere in which the indivi-
dual feels warmlv and honestlv suonorted.
11. Changes in motives are more likelv to occur
the more the setting dramatizes the imoortance
of self study.
12. Changes in motives are more likelv to occur
and nersist if the new motive is a sign of
membership in a new reference group.
In the ideal situation motive acquisition will have
already occurred in the ranks of the instructional personnel
and they will have acted on the motive by inviting in pro-
fessional guidance in the form of a staff development con-
sultant. Even in this case, however, there may be individual
in the group for whom involvement in the process is less
than totally voluntary and it is with these people that
the implementer may wish to utilize the above propositions.
Even when a totally voluntary situation exists, the implemen-
ter may be able to enhance the development of his program
through reference to some of the enforcement strategies
implicit in motivation acquisition theory.
^^David McClelland, ’’Toward a Theory of Motive
Acquisition,” in Learning in Social Settings , eds..
Miles and Charters (Boston: Allyn and Bacon, 1970)
.
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Methods
People who write about methodology often forget
that it is a matter of strategy, not of morals.
There are neither good nor bad methods, but only
methods that are more or less effective under par-
ticular circumstances in reaching objectives on the
way to a distant goal.
--George C. Homans
Organizational, open system, management, and learn-
ing theories all support the proposition that there are a
number of methods or means for achieving an objective and
that no one single method is necessarilv annronriate in
different circumstances. The previous chapter has suggested
that in spite of the variability in school situations- -the
culture and climate of a school -- there exist certain elements
which are common to all organizations and learning situa-
tions which can be utilized in thinking about a process of
design for staff development programs as well as the struc-
ture of particular elements of that design. The remaining
portion of this chapter will attempt to describe more of
this process and structure.
Staff development programs will be designed to im-
prove the quality of teaching and learning in schools
through a process of planned and directed change. Tliis
process will occur in an organizational setting, will be
directed at the entire organization, but will be accomplished
through the attention paid to individual teachers and staff.
Staff development should begin with the assumption that all
staff development and training objectives are directed towards
th© organ izational needs and towards solving organizational
problems by means of affecting individual behavior.
This does not imply that the designer of staff de-
velopment programs has no function other than that of provi-
ding contracted services to the client school. His guidance
and instruction in the process of a school's defining the
type of organization it wishes to become is of greater im-
portance. He can direct and suggest alternative approaches
and ijiLioduCe possibilities \.'hich may have been previously
discarded or overlooked. Moreover, he may choose not to
become involved in the process if the educational and social
values expressed by the school are totally opposed to his
personal value structure.
The relevant human resource development person will
see his role as one of dissatisfaction with part of
the status quo. As a concerned individual he will be
prepared to work within organizations, communities,
or groups to improve and change their functioning.^^
Previous sections of this chapter have suggested that
the designer and implementer of staff development programs
should begin by defining the organizational climate in which
the program is to be introduced and the frame of reference
within which it will operate. He must describe the present
state of the organization's development and self awareness as
^^Katz and Kahn, The Social Psychol ogy of Organizaj
tions, p. 42.
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well as the existing conditions which will either impel or
impede the chances for success. ’’There is a need for a school’s
climate to be relatively open, relatively trusting and relati-
vely collaborative before innovations can be attempted
.
If this mapping is accomplished and articulated to
the organization and its constituent parts, definitions of
problems, agreement that some change in operations and be-
havior are needed, should emerge. It is the duty of the
designer of inservice programs to be as clear about his
descriptions as possible. He should begin by describing
situations of behavior which are characteristic of relations
in the present system, help articulate in specific terms, the
behavior which will help the organization reach its goals
and then determine the means by which this might be accom-
plished through training. A graphic representation of this
process might look like the following diagram taken from
’’Learning Theories and Training: An Overview for the Train-
ing Direct ion
:
Present state of the organization, and
Present state of the trainees, and
Recognized need for change
Learning
Goals Appropriate learning theory
Appropriate training design
Supportive climate for changed trainee
behavior
^^Schumer, An Educati onal Change Model, p.
42.
'"“Lippit, This, and Bidwell. "Learning
Theories and
Training," p. 42.
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Only after this initial mapping is accomplished docs
the inservice designer begin to actually suggest specific
training situations. Edelfelt and Johnson describe this
function as becoming an "architect" of inservice education
and warn that ^
In the process, educators must be sure to keep perspec-
tive. It would be catastrophic if an ingenious plan
were designed and a crucial factor neglected, be it
large or small. For example, a plan might be devised
that encompasses the essential elements of law, organi-
zation, conceptualization, design and support, but that
fails to recognize that teachers working under present
assignment and loads do not have the energy to do any
more
.
Harris, Bessent and McIntyre have suggested that:
There is no perfectly logical sequence for a program of
inservice activity. A highly logical sequence is often
psychologically unsound for the participants. Adult
learning, like that of children, is not promoted well
by a rigid or overly simplified pattern of activities.
Instead, inservice plans should be structured for diver-
sity of activities, time schedules should be guidelines
to progress, flexibility within structure should be
encouraged and there should be planning for revising the
structure itself.
There have been some studies which indicate problems
common to many inservice programs and activities which have
traditionally been selected for staff development models.
These studies define the following tendencies in program
planning which should be avoided:
^^Edelfelt and Johnson, "Inservice Teacher Education."
p. 5
.
^^Harris, Bessent and McIntyre, Inservice Education ,
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1. An otherwise appropriate inservice activity is
sometimes used excessively.
2. Little consideration is given to the unique
purpose which a given activity might serve
effectively.
3. An inservice program plan tends to take stereo-
typed forms, as a series of meetings or a lec-
ture followed by discussions, or a film followed
by buzz sessions with no real design involved.
4. The requirements of a program as to time, staff
and other resources tend to be ignored.
Characteristics and Conditions for Success in
Programs of Staff Developmeirt
The previous review of the literature has presented
a number of areas which have implications for the design,
implementation and evaluation of programs of staff develop-
ment. While it would be impossible to glean from them a
set of hard criteria general izable to every staff develop-
ment program, it is possible to draw a series of character-
istics and conditions which are either predictors of success
or descriptions of situations which would support the success-
ful implementation of a program in a school.
I have divided these characteristics and conditions
into four main areas: those which describe the groups who
will participate in staff development programs; those which
63 Ibid.
,
p. 6.
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describe those who will provide the structure and leadership
for the program; those which describe the actual design of
the program itself; and finally, those which describe the
implementation of that design over a period of time.
Characteristics and Conditions:
The Participants
Mann, the Rand studies, the Kettering studies of
educational innovations, and others, have described the
resistance of secondary school faculties to any process ot
change, particularly those changes which would be of a per-
sonal nature or effect one’s perceived teaching style.
Gross, Giacquinta, and Bernstein, as well as Cartwright,
have indicated that individuals, particularly in highly
departmentalized and structured organizations such as the
secondary school setting, are often more aggressively resis-
tant to any process of change than are the organizations
to which they belong, while Rogers, Katz and Kahn, and
Gross indicate that the organization aspects of secondary
schools themselves are more pronounced than at elementary
levels, thus making the introduction of any change process
more difficult. While this situation perhaps explains why
neither the Kettering Foundation studies of educational
innovations or the Rand studies of change in education found
an example of a successful program of staff development at
the secondary level, it should not be taken as an argument
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against the possibility of implementing such a program.
The awareness of this situation should be given.
People can recognize it, and in fact, it may even be used.
The Kettering Foundation, Katz and Kahn, Bidwell, and many
of the writers about change mentioned in Chapter II of this
dissertation indicate the necessity, if change is to occur
or influence exerted, for members of the school organization
to be aware of the roles, values and norms which hold them
together in the organizational context. Sarason has described
the necessity for people to also recognize and be .able to
manipulate the "informal” organization of the school as well
as its "culture and climate."
This awareness among school personnel of the formal
and informal organizational binds and relationships which
hold them together would be, the first precondition for the
successful implementation of a staff development program.
Bentzen indicates this awareness may be expanded and utilized
for the change process by developing support and maintenance
for it and providing a definition of staff units which would
encourage further inquiry.
-•The perception of a need for change among school
faculty, both as individuals and as an organization, would be
the second criteria. This fact is agreed upon by all writers
of change literature and is perceived to be a necessity for
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successful implementation. This perception can lead to
receptivity to the change process and also legitimatizes
the involvement of school personnel in staff renewal pro-
j ects
.
Thirdly, the faculty and administration of any school
undergoing staff development should be relatively stable.
Large yearly personnel changes would interrupt and inhibit
introduction of any program. In addition to being relatively
stable, another criteria for success would be the involvement
of a ’’critical mass” of faculty in the process. While Mann,
the Kettering and Rand studies, Katz and Kahn, and
others do not all agree on exact percentages necessary for
success, they do agree that this mass is one of the most im-
portant necessities if success is to be predicated.
Personnel must perceive that the administration of
the school is in support of the proposed change process.
Argyris, Lawrence, Mann, Leibermann and Gross all point out
the critical importance, particularly in secondary schools,
of the active support of the principal for a program’s
success
.
Participants should also perceive the staff develop-
ment program as having a personal or career payoff as well
as improving the functions of the organization. The goals
of the individual should be seen as enhancing and complement-
ing the goals of the organization to which he belongs and
not
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in competition with them. Bennis, Miles, Bentzen, Giacquinta,
and others have described this need and the necessity to
encourage its development.
Characteristics and Conditions:
Designers of Staff Development
There is general agreement, supported by the Rand
studies of the fact that people involved in staff development
on a full time, on-site basis, should have had experience
in the client system which they serve. This is perhaps less
true at the secondary level where a number of authors are
now arguing for the realization that the functions of a
secondary school teacher and those of a university professor
are different but not necessarily exclusive. Nevertheless,
generally, a precondition for success is that designers of
staff development programs should have experience in the client
system or be sympathetic towards its conditions.
Another necessity, if success is predicted, is that
designers are competent in and knowledgeable of the change
process itself and the manner in which it will be introduced
and implemented in the organizational setting. Sarason, Gross,
Rogers, Bentzen and others have established the need for this
knowledge and expertise and have underlined the importance of
leadership in the change process. The legitimacy and con-
tinuance of a staff development program depends on the ability
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of its designers and implementers to encourage acceptance of
their competence and to increase the realization of parti-
cipants that they are, in fact, involved in a process as
opposed to the restructuring of rules and regulations.
Just as it is necessary to have a "critical mass" of
participants, it is equally important to have a critical mass
of people on site directing the program and supporting its
development and implementation. These people should be
relatively or totally free of teaching or administrative
responsibilities so that they might concentrate exclusively
on the needs of the program and its participants. These
people must be perceived by the faculty as being approachable,
as having the power and information to make decisions, and
as partners in the change process. Mann, Cartwright, Presthus,
Owens and others have established this as a criterion for
success. Mann and Cartwright also emphasize that these people
should spend a large amount of time on site.
The Rand and Kettering studies have also indicated
that successful implementers of programs of staff development
were usually, as Mann describes it, "Naively enthusiastic"
about the chances of the program for success -- even when the
situation seemed hopeless. This fact confirms other writers,
usually not from the literatures of change or organizations,
who take a less "rational" model of change process and argue
that the personal touch and personality of implementers is
of extreme importance.
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There are several reasons supporting the complex and
comprehensive design as opposed to one more specific and
focused including the nature of the change process in organ-
izations and the resistance which any innovation will even-
tually encounter. The large scale design also allows for the
desired process of "partisan mutual adaptation" described
in the Rand studies, in which both parties gradually develop
a common and more focused sense of participation and direction.
The design must address both tiie needs or t'ne sciiooi
and the career and personal goals of individual faculty
members if it is to attract the critical mass of people neces-
sary for successful implementation. Individuals must be able
to discern a concrete payoff for themselves in the process
of working on institutional goals. This may include academic
credit, career advancement, advanced degrees or any other num-
ber of inducements.
The fact that most successful projects are field
bases should also be taken into consideration. This has im-
plication for the type of program to be designed, particularly
if it involves the awarding of academic credit and advanced
degrees. The university cannot expect to merely recreate
its formal and traditional classrooms at another site but
must be flexible enough to alter its practices in appropriate
manner to address critical areas in the school.
The design, in addition to being complex and compre-
hensive, should also cover an extended period of time.
The
7S
longer the time commitment, the greater the chance of
acceptance of both the proposed innovation and the legitimacy
of the parties involved. The perceptions of faculty about
accountability are enhanced by a longer time commitment which
allows for an extended collaboration. Teacher Corps and
other national funding agencies have accepted the desirability
and increased effectiveness of programs which extend over
a longer period of time. Recently they have been encouraging
proposals wnicli would run lor a minimum ot three years and
are looking favorably on a five year commitment.
The principal and administration should be actively
involved in the design and implementation process for reasons
stated elsewhere. Their support of any innovation or pro-
gram is often the key factor in winning its acceptance among
large numbers of staff and is often the force which lobbies
for monetary and psychological support when resistance is met
in implementation.
The design should also recognize that very often it
is informal, personal and social aspects of collaboration
which allow for the implementation of the formal structure
of a staff development program. The development of trust
and acceptance necessary for the design of any collaboration
should be nurtured.
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Characteristics and Conditions:
Implementat ion
The Rand studies, Kettering studies and many of the
writers about change all agree that most of the programs which
fail to accomplish goals or gain acceptance, fail because of
problems during implementation. This crucial time when pro-
grams are initially being implemented and developed should be
the period when "partisan mutual adaptation" occurs. If
either side rigidly adheres to isolation or is inflexible
to the inevitable shifts in treatment and direction which
may be necessary, the program faces a difficult situation.
During this period the complex design and generality
of goals and aims should begin to reduce itself into more
focused and clearly defined areas of exploration and should
clearly state its measures for successful accomplishment of
goals. The Kettering studies indicate that hard evaluation
of group and individual progress towards these goals is an
important factor in determining and encouraging program suc-
cess.
Attention should be paid to the type of academic
course offerings, workshops or seminars to be offered. Activ-
ities should originally focus on teacher behaviors and in-
stitutional problems with relatively easy solutions both to
increase the sense of accomplishment and gain acceptance of
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larger program goals which may include necessary changes in
teacher attitudes or larger institutional questions. A
variety of activities and formal inquiry groups should be
arranged to allow for teacher self
- select ion and also to
increase the physical presence and visibility of program
participants
.
The importance of the management maintenance and
support systems of the program is critical. The small
daily problems of implementation should be dealt with
immediately to prevent a sense of frustration among parti-
cipants and to increase the sense of accountability neces-
sary for acceptance and institutionalization of program
goals
.
Equal attention to the needs of the individual and
the institution is important to maintain. The need of
teachers for career development and intellectual stimulation
should be recognized and acknowledged in the design of pro-
gram activities. Particularly in secondary schools it is
important to recognize that while a strictly departmental
focus is counter productive to influencing entire institutions,
it is an effective means of capturing participants attention
and developing interest in larger organizational goals.
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Summary
The purpose of this dissertation has been to present
a series of characteristics and cond it ions which are predictors
and descriptors of the design and implementation of a success-
ful program of staff development. These characteristics and
conditions have been drawn from the literature of staff de-
velopment inservice educational change and other bodies of
thought, both systemat ic/ theoret ical and programmatic/anec-
dotal .
These characteristics and conditions have been organ-
ized into four general categories; those which describe pro-
gram participants, program designers, the actual design
and the implementation of that design in the organizational
and social setting of the school. Briefly stated, theyare:
Participants
1. An awareness of the formal structures which
describe a school as an organization should
exist among program part ic ipatns . The infor-
mal structures and rclat ionsh i i)s which hold the
organization together must also he recognized.
2. A perception of a need to change, botli as an
institution and as individuals increases the
chance of successful implementation.
3. Stability of personnel is necessary for success-
ful implementation.
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4. A critical mass of participants is necessary
for successful implementation.
5. The support of the principal and administration
is important for successful implementation.
6. Participants must perceive a personal, as well
as organizational pay-off.
Program Designers
1. Experience in the client system is a necessary
characteristic
.
2. Knowledge of and competence in change strate-
gies and processes is critical.
3. A critical mass of support personnel must be
available
.
4. In the design and implementation phase, a large
amount of time must be committed to on-site
interaction.
5. In the design and implementation phases, support
staff must enthusiastically be in support of
program goals and aims.
Design
1. An assessment of the school as an organization
should be reflected in program design.
2. The design should be complex and comprehensive.
"Partisan mutual adaptation" should be antici-
pated .
3. The design should address individual and organi-
zational needs and reflect this in its reward
system.
4. Substantial numbers of program activities should
be field based.
5. A realistic time commitment between the two
institutions is necessary.
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6. Design should appreciate and reflect the informal
structures and relationships.
Implementation
1. Flexibility of goals and ability to negotiate
changes in focus or emphasis is necessary.
2. During implementation the original complex and
comprehensive design should become more clearly
defined and focused.
3. Attention to the content and number of program
activities should include both teacher behaviors
and attitudes.
4. Hard evaluation of progress toward individual
and organizational goals increases the effective-
ness of program activities.
5. The importance of management/ma intenance and
support systems is critical during implementation.
6. Individual and institutional reward systems must
be reinforced periodically.
CHAPTER III
A CASE STUDY: UMASS ENGLISH HIGH SCHOOL PROGRAM
Dwight Allen, Dean of the School of Education at
the University of Massachusetts at Amherst, had developed
a model of staff development which might characterize the
ideal relationship between an institution of higher educa-
tion and a public school system. In an interview with
the author, Allen described the basics of the relationship
as a three year collaboration between a school of education
and a client public school which would be characterized by
a lack of formal course work. The focus of the collabora-
tion would be the institution, as opposed to the individual
as the integer of inservice. Therefore, while all partici-
pants of this three year program would receive their next
highest academic degree, these degrees were not to be
awarded to individuals but would be confered on the insti-
tution .
The purpose of the program would be to establish
within the school a large scale massive change process which
would radically alter administrative structures, curriculum
and teaching styles, while developing a wide range of
alternative programs and options for students. Participation
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in this process would be voluntary. All faculty and
administration members who did not wish to become involved
in the process were to be transferred to different positions
and new people recruited to take their places.
The collaboration would be characterized by massive
involvement of university faculty who would work with
public school teachers in their classrooms on the design
and implementation of various strategies. University gra-
duate students would be placed in administrative and
teaching internships on a one to one level with high school
faculty and undergraduate student teachers would also be
placed in these classrooms.
Academic credit would be awarded to the institution
after review of periodic exchanges of letters between the
two institutions. This "contract" to participate in tlie
collaboration could be broken by either party at any time.
The school could "fail" the institution of higher education
for inability to provide negotiated services and assistance
and the school of education could "fail" the public school
for inability to implement program goals. If the contract
were broken by either party before the three year period
ended, no individual would receive a degree and the question
of academic credit would become moot.
The collaboration would commit all of the resources,
both in materials and personnel of the university to
the needs
and development of the participating client school.
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Participants would not bo required to pay for academic
credit since the high level of placement for graduate in-
terns and student teachers would generate enough tuition
waivers to cover all costs for tuition and fees.
In the Fall of 1973, Allen traveled to Boston to
address a group of area administrators and superintendents.
During his speech Allen outlined his plan for the audience
and the idea caught the attention of the then Superintendent
of the Boston Public School System, William Leary. Leary
and Allen discussed the idea at greater length after the
address. Leary asked Allen if he thought the plan might be
successfully implemented in the Boston Public Schools and
Allen agreed to further negotiations. The collaboration
was viewed by both sides as a means of designing, implement-
ing and operating a program of educational reform with the
built in mechanism of staff training.^
The idea appealled to Leary for a number of reasons.
The primary impetus was that the new Englisli High School
building was to be occupied the following year. It was to be
the largest and newest secondary school in the city and as
such would receive a great deal of media and parental
^Dwight Allen, Richard Clark, et. al., "Preliminary
Working Paper for the Possible Involvement of the School
o^
Education, University of Massachusetts, Amherst, in a
hensive Program in the Arts and Humanities High School,
Boston,
MA." Unpublished document. School of Education,
Universi y
Massachusetts, Amherst, Massachusetts, September 27,
19/3,
p. 1
.
of
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sciutiny during the process of desegregation. Leary hoped
that such a collaboration would attract students on a volun-
tary basis because of the excellence and diversity of its
educational programs and had already designated the new ten
story facility as Boston "High School of the Arts."
Allen returned to Amherst and drew an outline of the
relationships and characteristics of the collaboration
while Leary and others in his office began the same process
of description. Little activity occured at the university
after this original planning but a great deal began to
happen in Boston.
In order to proceed with planning, Leary approached
the faculty of English High School at a general faculty
meeting called by the Faculty Senate. Leary informed the
faculty that an anonymous school of education wished to
collaborate with them on planning and developing curriculum
for a three year period in which no formal course work would
be expected, but after which participants would advance
to their next highest degree. There would be no tuition,
and admission to degree programs would be facilitated for
all those wishing to participate on an open admission basis.
All activities would be offered on site and those pursuing
the doctorate would be exempted from the university's resi-
dency requirement through planned negotiations with the
graduate school to designate English High as a site
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which fulfilled this requirement. The faculty and staff
enthusiastically endorsed the process and, according to
faculty members present at this meeting, quickly deduced
that the "anonymous*' school of education planning this col-
laboration was the School of Education at Amherst, over
ninety miles away from Boston.
Leary presented the proposal to the School Committee
of the City of Boston and received their approval later in
the year. Ihe Committee was facing court ordered desegre-
gation and, according to administrators at English High
School, saw in the collaboration a chance to enlist the
support of a major university in this process and the op-
portunity to forestall anticipated disruptions. Others
report that School Committee approval was delivered because
an influential member saw it as an opportunity to advance
his own influence and career through manipulation of the
collaboration, particularly its degree granting component.
Robert Wood, the president of the University of Massa-
chusetts, endorsed the concept of the collaboration. Program
participants in Amherst report him as being enthusiastic
about the potential of the program both for its chances to
improve the educational climate in the City of Boston and
its potential to provide publicity for the University.
A very short time after the initial discussions
between Allen and Leary, James Case became aware of the
proposal and of its outline. Case, the director of the
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Institute for Learning and Teaching at the University of
Massachusetts, Boston campus, reports that he viewed the
entire program with suspicion and the intervention of the
School of Education in the Boston area with alarm. Case
indicates that this opposition to School of Education in-
volvement was based on three issues: the intervention of
the School in a geographical area which had been negotiated
as the responsibility of the Institute for Learning and
Teaching; the use of graduate credit and degrees for the
purpose of institutional renewal through non formal course
work; and, the belief that the University could not deliver
on its promises or provide resources at a high enough level.
If the collaboration was to occur, it had to negoti-
ate the resistance of the Institute. Acceptance of the
collaboration never occured but the Institute staff grudgingly
agreed to participate in negotiations. Their interests
were generally recognized by the School of Education but
they would have no real responsibility in developing
proposals. However the collaboration was to operate under
their general oversight and with their permission.
All parties agreed that no collaboration would be
possible until the School Committee of the City of Boston
selected a new headmaster for English High School. Acting
Headmaster James Doherty, it was believed, would not support
such an idea nor would he encourage the participation
of
his faculty in any collaboration involving the
School of
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Education described as a "change effort," or one "imposed"
on him by Superintendent Leary’s office. Allen reports
that an agreement was reached between the School of Education
and the Superintendent's office that the School would have
the power of veto in the selection of the new headmaster.
Allen left the School for a sabbatical in Africa
for the 74-75 academic year. He left Earl Seidman as Acting
Dean of the School and designated professor Harvey Scribner
as the person responsible for developing the University's
staff development efforts not only in Boston, but across
the country as well. Sources of funding were explored by
Scribner and others, including Assistant Dean Richard Clark.
The President's office of the University under the sponsor-
ship of Vice President Peter Edelman, actively and enthusi-
astically supported these efforts. However, no funding
sources were found and the program gradually received less
attention in the University.
In 1974 the energies and efforts of the School of
Education Avere directed internally, the result of a number
of charges and investigations precipitated by reports in a
local newspaper of mismanagement of certain funds and
academic irresponsibility.
English High School: Background
English High School, founded in 1821, is the oldest
public secondary school in the United States and until
1967, when the School Committee of the City of Boston
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.changed the pattern of Middle School feeder systems, was
considered to be one of the most prestigious and academi-
cally rigorous schools in the city. This occured when
William Ohrenberger, an alumnus of English and the Superin-
tendent in 1967, acted favorably on a recommendation of the
Educational Planning Center. The result of his decision was
a dramatic change in the composition of the student body.
Ohrenberger channelled the graduates of eleven middle schools
nine of which had populations which were 951 Black, into
English
.
The feeder schools were not selected on the basis of
proximity, but rather to maintain political and
racially segregated traditions within the established
districts of the city school system.^
During this period, in conjunction with unrest caused
by the Vietnamese War and fear of growing racial tension in
the city, the high school experienced a series of disrup-
tions and confrontations which caused it to close for short
periods of time. This period created a feeling of abandon-
ment by the School Committee among English faculty which
was heightened by the move of the committee to award the
new ten story structure originally intended for English to
the students and faculty of Girls Latin.
The faculty and alumni successfully contested this
decision in court and the new building was awarded to English.
^Brunctta Wolfman, et. al., ’’The Sociology of an
Urban School," internally published University of Massachu-
setts document, August 1976, p. 6.
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The rallying of the faculty around the issues of responding
to disruptions in the school and their fight to obtain the
new building resulted in
. . .a change of leadership and styles within the school.
Perhaps more importantly the experience helped create
a very strong sense of identification and esprit de
corps which binds the long term teachers together and
provides a way of cementing the school together.^
In 1974, there were approximately 130 faculty and
administration members at the English High School. Many of
these had gone through the experiences of the late 1960's
and early 1970' s but some changes were made during Phase I
of the court ordered desegregation plan of the City of
Boston. Under Phase II of this plan, other changes were
made in the faculty with the addition of many new people.
The faculty themselves have usually, particularly
in union matters or disputes with central administrative
offices, presented a common front to "outsiders" and have
historically had a great deal of political clout as a
group. There is a high level of comaraderie among faculty,
a well developed political awareness about the school and
the entire school system, and a sensitivity to both the
formal and informal sources of power in the institution.
In 1976, the group of teachers working under the general
direction of Wolfman produced evidence, in the form of flow
charts, organizational descriptions of botli narrative and
graphic type, and other descriptive context, that English
^Ibid.
,
p. 7
.
93
High School faculty were keenly aware of the formal
organizational aspects of the school on a basic level. ^ It
also indicated:
The headmaster is the acknowledged center of power
and there is little agreement on the other power
sources in the school. Some opinions place the
administrative assistant, assistant headmaster, and
vice principal in close proximity to the headmaster
while otliers would credit the house masters and
department heads as the next most powerful. The
Faculty Senate is credited by some teachers as being
a force which is diminishing the power of the head-
master .
The facultv are also aware, to a larpe degree, of
the more informal structures and conditions whicii tie t'nem
together. The same document talks about acknowledged grouos
of facultv members who group themselves together on a volun-
tary basis and which often support different points of view.
While the school and faculty in 1974 were aware of
basic organizational structures and administrative lines of
authority they, as in. most large urban settings, were very
diverse in their articulation of larger organizational
norms and values. Possibly the one statement which could
unite them would be found in the faculty response to a
circular sent by the Superintendent in 1974 asking them to
define their magnet theme which would be designed to attract
students on a city-wide, voluntary basis.
"^Ibid.
,
pp. 7-30, passim.
^Ibid.
,
p. 26 .
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For this reason, the English High School community
has fought any attempt to label it as a specialty
school, i.e., performing arts. English High has
instead devised a system of majors patterned after the
college model. At this point there are majors in
College, Business, College Business, Home Economics,
and Fine Arts.®
Basically this document reflects the agreement
of the faculty that in order to attract a sufficient
number of students, English High School should offer a
range of different magnet themes as opposed to one unifying
and focused curriculum emphasis. It further indicates
the lack of desire among faculty to commit themselves to
organizational definition on a curricular basis.
While it is fair to say that some level of aware-
ness of the formal structures which describe the high
school as an organization existed among its faculty in
1974, it is equally fair to say that this was generally
a very basic appreciation. It did not include agreement
on common goals or direction for the school. The school
would develop a M.O.D.E.L. theme which, if it did nothing
^Robert S. Peterkin, "The English High School
Proposed School Program for 1975-1978, prepared in response
to Superintendent Circular ft35, internal Boston Public
School System document, 1974, p. 4.
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Superintendent Leary, in 1973, had designated Hnglish
High as the city's arts and humanities high school. The
new tower structure had 2,500 pupil stations and there was
general agreement among the faculty that this number would
never be realized if English were to be a strictly arts
oriented institution. There was also general agreement among
faculty that they did not want the curriculum to revolve
around an arts theme because they were uncomfortable with the
implications of this for other areas of curriculum and depart-
mental interest.
Iheir response to the request to define the magnet
theme of English High School was as follows:
An extensive curriculum review was initiated at English
last winter. The entire faculty, through their depart-
ment chairmen participated in the examination of the
school's philosophy, curriculum, teaching styles, extra
curricular programs and attitude toward educational
innovat ions
.
It became apparent and was accepted by the entire English
High School community (faculty, administration, alumni,
students and parents) that English High School would
dedicate itself to educational options in both the
traditional and innovative sense. Traditionally, English
High School has been a comprehensive high school where
students were able to get a well rounded education and
pursue one of a number of courses to an intensive degree.
Extending this, English High School decided to add even
more options to its programs by investing in a number of
alternative programs. The goal is to provide the
maximum feasible paths for students to complete their
high school education.
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else, avoided the controversy of attempting the almost
impossible task of developing a unified curricular approacli
among 130 faculty members.
The document also reflects the generally held be-
lief among faculty that a drastic change in the curriculum
or, for that matter in the subject matter or their manner
of presenting it, was undesirable. The students who made
up the population of English High School were perceived
by the faculty to need improvement of basic skills in
reading and writing, and most faculty members advocated
for traditional means of instruction through department
oriented course offerings.
There was little support among faculty for program-
matic change or the development of alternative programs
for students because many faculty believed them to be
"soft" in their educational approach although the Urban
Studies Center, which was in its first year of operation
at the high school gradually gained acceptance and, in
some cases, grudging respect.
When the possibility of a graduate degree pro-
gram available on site with little formal course work
was first discussed with the faculty by Superintendent
Leary in 1973, it was greeted with what many observers
called "wild enthusiasm." The support for this program
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came originally not because of any organizational support
for the goals and aims of the program, which had not, as
yet, even been defined or articulated, but because many
faculty perceived a direct, and not particularly arduous,
benefit for themselves in the form of career advancement.
The unfortuante manner in which the program was
first presented to the faculty caused certain expectations
to arise which would be impossible to later fulfill, but
it did create a ’’critical" albeit naive mass of people
ready to support the idea of a collaboration at this
initial stage.
The headmaster at that time. Jack Doherty, was to
be replaced in 1974 by Robert S. Peterkin. Peterkin,
the system's youngest and first black headmaster, was
recruited from the Albany Street Academy in New York and
was known for his commitment to sound educational alter-
natives. Before coming to Boston, Peterkin had heard of
the possibility that English would be collaborating with
the University of Massachusetts on the development of as
many as twenty different alternative "schools within the
school." While justifiably leary about collaboration,
he endorsed the concept and was one of its earliest, and
strongest, advocates. Without his insistence that the
University live up to its implied commitment to collaborate,
the program would never have been initiated at the
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University because of its high risk factor. Without liis
continued advocacy and support, the program would have been
abandoned by the faculty of English when they became frus-
trated over program goals and implementation.
Generally, the faculty at this initial stage
beginning in 1973 could be described as a group who had a
great deal of spirit, sense of pride and history about
English High School, and trust in their ability to provide
students with a sound education through the traditional
concept ot n ^^r^pTPh^'n^^^/F> high c;rhnnl. Porrpntions nhoiit
the need for change, if any, were matters of administra-
tive structure and increase of personnel to improve the
security of the school and its educational atmosphere.
While a ’’critical mass” of people were available
to support the idea of a collaboration and they could per-
ceive it to have a personal payoff in monetary terms,
there was no program to support. This was to be the major
problem of implementation and the one which caused most
of its difficulties. The support of the headmaster and
certain other administrators at the high school was not the
only condition of success in this program, it was at times
the only thing which allowed its acceptance and development.
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Initial Implementation Efforts
The collaboration between the School of Education
and English High School would attempt to:
1. Demonstrate that genuine university/scliool
system collaboration can work if done system-
atically and with a long-term commitment by
both parties.
2. Create a model for meaningful site-based, in-
service education.
3. Create a model alternative school with a
variety of internal options that is recognized
throughout the nation.
4. Serve as a median ism for coord inat inn the
cultural resources of a great metropolitan
area to educate secondary school students.
7
The collaboration was to be a comprehensive large
scale experiment in defining the proper relationship be-
tween the two major partners. Following the preliminary
discussions between Allen and Leary, a draft proposal de-
fining the nature of the collaboration was written by Dwight
Allen, Richard Clark, Atron Gentry, Robert Mackin, and
Harvey Scribner and representatives of Leary's office in
Boston. Negotiations between the two parties continued
and during November of 1974 a committee appointed by the
headmaster of English High School, including Christopher
Lane, James Buckley and Kevin O'Malley, revised the
^Christopher Lane, et. al., "Proposed Collaborative
Effort Between the Boston Public Schools and the School of
Education at the University of Massachusetts, Amherst, with
the Institute for Teaching and Learning at the University
of Massachusetts, Boston," unpublished document, English
High School, February 11, 1974, p. 5.
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original draft proposal and submitted it to. the University
and to an English High School faculty advisory board for
approval
.
The proposed collaboration was to include a com-
prehensive and complex set of relationships, duties and
responsibilities which would affect every aspect of the
institutional life of the English High School. All aspects
of the program were to be developed at the school and were
to be defined around the needs of its faculty, staff, and
g
students. In developing this proposal, the writers
allowed themselves the luxury of imagination. This was to
be the ideal form of staff development in schools
would provide the model for collaboration between
sities and schools. The program was to include:
and
univer
-
1. Group admission into graduate degree programs
at the University of Massachusetts for all
faculty and staff of English High School.
2. A three year collaborative effort in which
participants in inservice and staff develop-
ment programs would receive the next highest
sequential graduate degree, after a mutual
review process. This program was to include
the awarding of the Doctorate in Education.
3. Undergraduate degree programs for school per-
sonnel such as aides, volunteers and parents
of students who would become involved with the
high school as part of court ordered desegre-
gation .
^Allen, Clark, et. al ., "Preliminary Working Paper."
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4. The placement of intern teachers on a level of
one intern for each English High School faculty
member and the placement of graduate students
in supportive roles to be defined by the school
staff.
5. The creation of a position for a full time
faculty coordinator to oversee the involvement
of the School of Education.
6.
The possibility that at some future date a
process would be set up to insure that any
senior graduating from English High School
and recommended by the faculty would be
accepted into undergraduate programs at the
University .
^
The focus of the collaboration was to provide new
visions and direction for the educational programs offered
at the high school. If the new school were to be defined
as a magnet school having its student body from the entire
city of Boston, it had to attract students on a voluntary
basis. One way of doing this would be througli the magnet
arts theme and through developing a range of educational
options in the curriculum on a programmatic basis.
The collaboration was to focus its energies on
developing two different sets of options for students at
the high school. The first was to design and implement
programs around the magnet art theme of the school desig-
nated by Leary in 1973. This theme was to include painting,
music, drama, sculpture and dance, and foreign languages,
^Ibid., pp. 2-3.
^^Lane, et. al., "Proposed Collaborative Effort,"
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radio, film making and other media. The second focus was
to be on the development of programs and experiences
designed to improve students' basic skills through indivi-
dualized attention.
The implementation of such a comprehensive and
potentially threatening program was bound to create con-
fusion, chaos and resistance in some parts of the faculty
and staff. The large scale intervention by people essen-
tially "outside the system", particularly occurring during
the sensitive process of desegregation, was accepted as a
real cause for concern and even alarm. The fact that the
collaboration was to be a process and was therefore not
clearly defined on its product envisioned was a double-
edged sword. It allov;ed enough flexibility for both
parties to react to the particular demands made on it
by the other, but it also had the potential to create an
atmosphere in which discussions might be interpreted as
negotiations and proposals as promises.
order to provide for the i mp lementation of such
a wide scale collaboration with every chance of success,
the proposal eventually submitted for approval to the
Boston School Committee suggested that a specific process
of staff selection be established which would insure a
diverse staff of administrators, teachers and support
personnel receptive to the spirit of experimentation
and
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willing to participate in programs of school renewal and
Staff development.
The proposed process of staff selection was re-
volutionary for the Boston Public School System and included
the transfer of those people unwilling to participate in
the development and implementation of new curricula.
Vacancies created in this manner would be filled by re-
cruitment from other schools in the system and ".
. .if
necessary, from outside the school system consistent with
the requirements of the new program and with the diver-
sity of the anticipated student body."^^
Management of the development of the educational
program of the high school was to be the responsibility
of the Boston Public School Department with the Univer-
sity of Massachusetts and the Institute for Teaching
and Learning acting in advisory capacities. The univer-
sity would have responsibility for the "initiation and
12
evolution of degree programs for project participants."
Evaluation of the implementation of both the
educational program of the high school and the degree
program for faculty and staff was to be accomplished
through a periodic exchange of letters in which each
party would provide information on perceived strengths anci
^^Ibid.
,
p. 7.
^^Ibid.
,
pp. 12-13.
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weaknesses within the three year collaboration. Formal
sessions at which common concerns could be discussed were
also suggested.
English High School was in the process of select-
ing a new headmaster ".
. .a particularly sensitive and
important task.”^^ But the proposal writers recognized
the need to address many issues surrounding the collab-
oration-
-part icularly those dealing with the development
of the school magnet theme for September of 1974. They
suggested the formation of a "Pre Planning Team” staffed
by representatives of the School Department and the faculty
at English High School, as well as representatives iden-
tified by the School of Education at the University of
Massachusetts. It would be their charge to
. . .give full attention to the complex issues of
preparing for a new and exemplary educational program
at English High School of the Arts. Guidelines
and processes must be developed to address the range
of programs to be offered in the school such as
specialized curriculum, human and material resources,
selection of the staff, mobilization of the cultural,
civic, and business talents of the city, school
and university relationships, staff training activi-
ties, community involvement and articulation of the
character and spirit of a developing institution
to the people of the city. 14
^^Ibid.
,
p. 13.
14 Ibid.
105
To support the educational effort of the school,
the University was charged with developing a process of
periodic evaluation to determine progress towards goals.
It was also charged with developing a three year academic
graduate program which would allow program participants
the opportunity to accumulate sufficient graduate credit
to advance one degree beyond their current level. An
"Inservice Degree Program Committee for the Boston English
High School of the Arts" was proposed to oversee the gen-
eral ‘supervision of the degreo prooram.
The proposal ends on a note of hope which also
gives a clue to the nature of the atmosphere surrounding
its design:
This document has attempted to set a tone and offer
guidelines for a proposed collaborative effort be-
tween SCHOOL AND UNIVERSITY. The main purpose of
this cooperative endeavor is to better serve the
needs of secondary and post secondary students. In
this regard, it is fitting that the oldest public high
school in America be the setting for the revitaliza-
tion of secondary education in the Boston Public
Schools and for the commitment of a major university
complex to a large urban school system.
In general, these first early stages of the
collaboration, while marked by the production of state-
ments and proposals, accomplished little in terms of
actual programmatic design or description of either the
15 Ibid.
,
p. 17
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alternative programs suggested for English High School or
the graduate degree program administered by the University
of Massachusetts in Amherst.
The next step in the collaborative was to seek
sources of funding to support the work of the Pre-Planning
Team and provide the opportunity for a larger number of
people to participate in the design and implementation
of program components. Chapter 636 of the Acts of the
Commonwealth in 1974 had made funds available to Magnet
School Facilities for their operation and development as
part of the desegregation process, and the collaborators
under the main authorship of Chris Lane, wrote a proposal
for funding under these guidelines. The monies they
sought were earmarked for the pairing, under court order,
of institutions of higher education with secondary and
elementary schools in the Boston system. While the re-
lationship between the English High School and the Univer-
sity of Massachusetts in Amherst was voluntary, the guide-
lines seemed suited to the goals and aims of the collabora-
tion.
With the approval of Robert Wood, president of
the University, and Superintendent Leary, a sub-committee
of the Pre-Planning Team, under the direction of Lane
and Scribner, submitted the proposal to the School Committee.
The funds requested at a total of $42,613 were to be spent
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. .not only to develop options in the arts, but to
develop a range of educational options that would both in-
terest and meet the needs of a diverse student body.”^^
The group of people working under the funding
available were to begin on March 1, 1975, to act as the
planning group for the collaboration and would be charged
to address the questions of
. . .specialized curriculum , human and material
resources, election of staff mobilization of the cul-
tural, civic and business talents of the city, school
and University relationships, staff training, com-
munitv involvement and articulation of the character
and spirit of a developing institution to the citizens
of the city.^^
The group was to consist of eight "specialists." Six were
to be staff members of the high school and two were to be
from the University.
Funding for the proposal was approved by the
Boston School Committee by a four to zero vote with one
abstention on February 27, 1974, to cover a three month
period.
Before the initial discussions and the proposal
of a joint collaborative effort between the University
and English High School were made to the faculty by Leary
and the awarding of funds for March of 1974, a number of
things occurred to jeopardize the planned program.
^^Project Proposal, Commonwealth of Massachusetts
Magnet School Facilities Operation and Development under
Section 8, Chapter 636 of the Acts of 1974. Submit
ec y
Christopher P. Lane, March, 1975, p. 7.
17
Ibid 9.
108
While Dwight Allen was on sabbatical charges were
made against his administration that certain faculty mem-
bers had mismanaged large amounts of Federal and state
monies, and that the School itself had been operating a
"degree mill." Old rivalries and jealousies both internal
to the School and in the larger University community re-
surfaced. The School was thrown into confusion and was
forced to take a defensive position.
Nnmprnn«: i t i a n t i nn wptp ImiTirFori to rpvi
the charges and the School was faced with internal reorgan-
ization and changes in leadership. Allen returned from
Africa in January of 1975 to resign his position as Dean.
Boston received little, if any attention on the Amherst
campus, and, if not for the continued interest of English
High School’s headmaster, Robert Peterkin and a small
group of his staff, the program would probably have been
forgotten
.
When funding did arrive, the initial spirit of
mutual trust and acceptance had been shaken. Many faculty
members at the high school had become frustrated with the
apparent inability of the University to fulfill its
promises and many of the graduate faculty of the University
had become leary of involvement in an urban school which
allowed for group admissions practices, little formal
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course work and graduate degree programs-
-part icularly the
doctorate--being attached to a school’s self-renewal pro-
cess,
A memorandum circulated among the English High
School faculty by the newly appointed headmaster, briefly
outlined the history of discussions about the collaborative
from its approval by the School Committee in February of
1974 through proposed planning, which never occurred,
during the summer of 1974, and the equally unrealized
initial implementation for fall of 1974.
In outlining the history of the collaboration and
asking for faculty input on the possible collaboration
made available by funding, Peterkin wrote
As most of you well know, the program never got off
the gound. Many obstacles were encountered, only one
of which was funding. One of many attempts to secure
funds was recently successful and hence the new dis-
cussions, New obstacles were encountered among which
are current status at University of Massachusetts,
i.e., faculty cutbacks, budgetary problems, School
of Education re-evaluation, role of UMass in desegre-
gation II, etc. Whether or not these many problems
can be worked out is questionable. A decision has to
be made almost immediately as to practicality of using
this small amount of funds and people's efforts and
energies for further planning. This is a very, very
difficult decision because participation in planning
efforts at this time offers no assurance that tlie
program would be implemented in the fall.
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no
For clarity, let me once again stress if English High
School were to enter into planning their (SIC) would
be no certainty of Fall implementation nor would their
(SIC) be any guarantee of degree advancement for par-
ticipants as originally spelled out.18
It was decided to continue with the planning stages
of the collaboration which had begun during the previous
summer through a series of workshops. This task force had
met concurrently with planning groups from Massachusetts
College of Art and Brandeis University under the general
leadership of the headmaster. All three institutions had
been paired with English High School under Chapter 636.
Brandeis was to sponsor and develop a theatre arts program
designed to compliment the magnet arts theme of the new
school and Massachusetts College of Art planned a program
in fine arts to do the same.
The University of Massachusetts planning group
designed four "alternative" programs which were to focus
on different themes and appeal to different student pop-
ulations .
The first program was designed to refine and supple-
ment an already existing alternative program, the Urban
Studies Center. This program was to focus on the "city as
a classroom," utilizing the resources available in the
^^Robert S. Peterkin, Memorandum to English High
School faculty regarding "Possible Collaboration with
University of Massachusetts," Spring, 197.S.
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metropolitan area as teaching tools. A "basic skills"
program was designed to address the needs of students
entering English High School with below average skills
in reading and mathematics. A humanities program,
Humanities Using Boston, like the Urban Studies Center,
would utilize the cultural institutions of the city, and
further enhance the school's magnet arts theme. The
fourth program Avas designed to focus on health, recreation,
and physical education fields for students who wished to
pursue those, or related careers after graduation. Funds
for implementation of the four alternatives were sought
under Chapter 636.
In a proposal submitted to the School of Education
at the University of Massachusetts in Amherst, the rationale
for the type of collaboration between the two institutions
was established.
First, students must be provided a wide and continually
changing array of learning opportunities if individual
student needs are to be met.
Second, student - learning is enhanced when students
are provided choices in learning.
Third, collaborative planning of educat iona 1 programs
by students, parents and teachers is a valuable educa-
tional instrument.
Fourth, the successful creation and operat ion^ of ^ al
-
terna t ive educational programs in an urban school
demands a staff development arrangement. Preferably,
the staff development effort should be centered in the
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school, so that staff may be trained inservice, on thejob and in skills directly related to programs in
which they are engaged.
Fifth
,
the improvement of an urban school is aided
significantly by a long-term partnership with a
nearby university. Such university assistance may
take a variety of forms, but is especially useful
in the areas of educational planning and staff
development
.
At this point the collaboration was viewed by many
as a comprehensive and complex relationship designed to
radically alter the type of educational program offered
at the high school. It was generally agreed that the
three year collaboration would attempt to design and im-
plement a series of education options which would attract
students on a voluntary basis. In addition to the four
alternative programs designed by the collaboration over the
summer and the two supported by Brandeis and Massachusetts
College of Art, program planners envisioned the creation
20
of many other programs within the school. A 'program
planning system" was envisioned which would become in-
stitutionalized within the school organization and this
body would be charged with the development , maintence
,
.
•
21
evaluation and phase-out of various programs.
^^"A Proposal to Assist Boston English School in
the Development of Programs for Education by Choice, sub
mitted by the School of Education, University of Massachu
setts, Amherst, Massachusetts, 1975, p. 11.
20 Ibid.
,
p. 12
.
^^Ibid.
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In order to support this effort, the staff
development and inservice activities of the University of
Massachusetts were to be designed in a manner to enhance
the professional capabilities of those staff who would
teach in the alternative programs. Other objectives of
the program included the inclusion of parents and students
in the planning process; the introduction of the princi-
ple of voluntarism into the education of English High
School students by allowing them control over the type of
educational program they might participate in; the expan-
sion of the use by the school of community learning re-
sources; the creation of individualized and activity based
educational programs, and the creation of a model of
university-urban secondary school collaboration.^^
The large scope of the program and its attempt to
commit both personnel and University resources to an insti-
tution ninety miles away from the Amherst campus created
both sharp division and confusion among the School of
Education faculty. The fact that graduate degree programs
would also be attached to the staff development component
also caused many faculty to have reservations about its
implementation
.
22 Ibid.
,
p. 13.
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The implication of the proposal for the faculty at
English High Schhol
,
particularly the large number of
personnel from the University, who would be placed at
English and the intent to create close to twenty alterna-
tive programs, did not go unnoticed. A distrust of Univer-
sity representatives and a fear of their influence in the
school was becoming more pronounced as confusion over
program goals and direction increased. The question of
funding also left every discussion or agreement resolution
on a very tentative basis. Even if participants assumed
they would receive funding under Chapter 636, they could
not be sure that its level would be sufficient to under-
write all program components.
In spite of the uncertainties, several groups of
faculty and deans at the School of Education had been
meeting to discuss the proposed collaboration. These
groups, through Grace Craig and Louis Fischer, recommended
to t\\ro vice presidents of the University, Peter Edelman
and Ernest Lynton, that the collaboration be approved
and implementation begun provided certain conditions
23
were met.
^^Grace J. Craig and Louis
Massachusetts, Memorandum to Vice
and Vice President Ernest Lynton,
School Project, May 27, 1975, p. 1
Fischer, University of
President Peter Edelman
RE: Boston English High
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These conditions included the definition of the
University’s main responsibility as the development and
management of a graduate degree program. Under this general
guideline, the group requested a number of variances to
general University policy and proposed a three-person com-
mittee be formed and charged with responsibility on the
Amherst campus for the phase-in of the program. This
three person committee was to consist of Assistant Dean
Richard Clark, Professors Harvey Scribner and Donald
White, who were to supervise the School of Education’s in-
volvement under the general leadership of James Case of the
Institute for Teaching and Learning of the Boston campus
and Vice President Peter Edelman.^"^ President Wood forma-
lized the relationship through a letter of intent to
Peterkin in which he expressed his support for the collab-
oration and his hopes that sufficient levels of funding
could be found to implement the programs which would
^ ^
. 25
develop out of the summer planning.
As has been noted, the summer planning sessions
were held and suggested the implementation of six alterna-
tive programs at English High School for September of 1975.
Four of these programs were defined by the University of
Massachusetts English High School collaboration. Funds
^''’Robert Wood to Robert Peterkin, letter, June 20,
1975, p. 1.
116
for implementation of these programs were sought under
Chapter 636 at the level of $266,307.00 for the collabora-
tion. This level of funds was to cover the large scale
comprehensive program invisioned in the earlier talks
between the two institutions and the rhetoric of the propo-
sal reflected this conceptualization.^^
The actual proposal for funding requested a total
of $258,798.00; of this sum, $132,762 were to be administered
by English High School and $126,036 by the University of
2 7Massachusetts. This proposal was submitted for review
to the Bureau of Equal Educational Opportunity of the
Commonwealth of Massachusetts in September, 1975.
After review by the Bureau, and before approval
by the School Committee, the proposal was returned to the
headmaster and Scribner with a number of questions and
2 8
requests for clarification. The substantive questions
were answered in a letter to the Bureau from the head-
2 9
master, but the major problem in the review process came
^^’’Proposed Collaborative Program involving the Eng-
lish High School of Boston and the University of Massachu-
setts, proposal for submission to the Commonwealth of Mass-
achusetts, August 1975.
^^Christopher Lane, "Magnet School Development and
Implementation of Cliapter 636 of the Act of 1974," Common-
wealth of Massachusetts, proposal for funding, September,
1975, p.l.
^^Charles McMillan letter, October 14, 1975 to
Scribner and Peterkin.
^^Robert Peterkin, letter, October 27, 1975 to
Charles McMillan, State Department of Education.
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in determining the level of funding for the collaboration.
The State Department of Education informed Scribner and
Peterkin that:
Maximum dollar amount available for your proposal
under Chapter 636 are approximately $35,000 for
Section 8, and $50,000 under Section
1.*
* It would
be helpful if you could submit a revised budget
based on the above recommendations with those dollar
figures in mind.
Implementation of the entire comprehensive pro-
gram was impossible given this level of funding, and it
appeared unlikely that most components could be salvaged.
The basic skills program had already been abandoned be-
cause it ". . .was so closely coordinated with the core
program that faculty could see no difference and therefore
31
no one opted to work in this educational option.” The
humanities program was also having difficulty in attract-
ing faculty and eventually was shelved as well.
What essentially remained was support for an ex-
panded but already existing Urban Studies Center and for the
development of the health-recreation alternative. The
^^McMillan, letter of October 14, 1975, p. 2.
^^Peterkin, letter of October 27, 1975, p. 2.
*Section I funds are administered by the high
school. Section 8 funds are administered by the University.
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degree program would also continue while its in-kind costs
for faculty time and commitment would be absorbed by the
University.
This implementation was already in process. Three
graduate level courses were being offered on site at English
during the fall, 1975 semester. Scribner sponsored "Special
Problems in Education: Graduate Program Developing Learn-
ing Groups" and "Seminar in Education: Development of
Alternative Programs at English High School." A total of
sixty-four English High School enrollees participated in
these courses for credit and more audited them for infor-
mational purposes.
The course, "Introduction to Graduate Degree Pro-
grams and Concentrations," was a planning process in which
faculty of the University travelled to Boston to present
the possibilities for degree programs by representing
major and minor areas of concentration. The School of
Education had established an individualized approach to
defining doctoral and master’s level work at the Amherst
campus and it appeared to be attempting to replicate this
at English High School under the general guidelines that
graduate work would result in the creation of alternative
programs for students. The belief of the project director
was that the guidelines and concentrations for graduate.
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particularly doctoral, work would emerge through this
process of exposure to the different possibilities for
32
concentration.
The course, Graduate Program Development Learning
Groups," was developed by Richard Clark and taught in
four sections by Clark, Scribner, Professor Kenneth
Washington and Brunetta Wolfman, all members of the collab-
oration advisory board . The purpose of this seminar was
to clarify the issues surrounding graduate programs and
policies and to assist participants in defining and de-
7 7
veloping preliminary programs of graduate study.
The confusion of the high school faculty over the
range of possibilities available to them was made more
acute by the complexity of transferring the bureaucracy of
University registration procedures and graduate program
requirements to another institution operating with its
own set of rules and its own calendar. Small problems in
registration became causes for frustration and anger.
The distance between the two institutions increased the
chance for an exchange of misinformation. Many people on
^^Richard Clark and Harvey Scribner, memorandum,
September 10, 1975 to Boston English Faculty Participating
in UMass Program, "Determining Your Degree Status."
^^Richard Clark and Harvey Scribner, memorandum,
September 10, 1975 to Boston English Faculty Participating
in UMass Program "Courses and Recommendations, Fall sem-
ester, 1975," p. 2.
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the faculty of English High became suspicious of the
program's emphasis on the design and development of al-
ternative programs and reviewed the presence of University
faculty members with alarm. The fact that many partici-
pants perceived the "requirements" of the program to
change from day to day was perhaps caused by a lack of
written steps and procedures which all students would be
expected to follow. Frustrations mounted on both sides
and the program was further threatened by a lack of defin-
ition regarding the "residency requirement" of the Univer-
sity for all doctoral candidates.
While planning for courses to be offered at
English High School in the Spring of 1976 continued, it
became increasingly obvious that a more defined and forma-
lized structure was necessary in which to operate the
degree program. The School of Education had gathered a
great deal of information about the types of programs
and course offerings faculty at English High School wanted
developed there, but this information also included the
fact that many departments could see little which appealed
to their particular interests. Faculty members in the
arts and physical education wanted courses and workshops
aimed at their specific subject area and degree programs
based on their specific disciplines. Another problem
which became more pronounced was the fact that many
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faculty at the high school were vocally opposed to the
entire idea of developing a series of alternatives.
Confusion over program goals and implementation
existed on the Amherst campus as well. The English High
School policy board had become increasingly upset with the
project director, Harvey Scribner, for his inability to
furnish them with a clear statement of program direction
and implementation, or the general requirements for people
enrolling in degree programs. Pressure was being placed
on the new administration of the School and the policy
board by the graduate school of the University and, to
some extent, by the office of the President, to define
degree requirements.
The inability of anyone, particularly Scribner,
to be able to speak with the voice of the University
created a high level of frustration and confusion in Boston.
This crisis reached its peak after a visit to the School by
the Dean of Graduate Affairs, Norma Jean Anderson. English
High School participants report that Scribner had invited
her down to Boston to answer questions about the require-
ments of the degree program and the manner in which it
would be implemented. Scribner introduced her to the high
school faculty and then left for a previous appointment.
When Anderson was asked specific questions about degree
and residency requirements or the nature of course work
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to be offered, she referred them back to Scribner. These
were the same questions the University's policy board were
fot resolution from Scribner, she reported.
While Anderson left the room to meet with the head-
master, the faculty senate of English High School met in
an upstairs cafeteria and voted to discontinue all negotia-
tions with the University and to end the entire collabora-
tion. This news was reported to the headmaster and the
English High School policy board.
Tn response to Enelish High School and University
faculty demands for a cleaning up of the confusion around
the goals, aims and procedures of the graduate program,
and in an attempt to clarify the program's identity for
the graduate faculty of the School of Education, Clark de-
veloped a booklet which, for the first time, clearly de-
fined the purposes and procedures of the graduate degree
program for English High School (see Appendix A). Clark
had been named project director after the former director,
Harvey Scribner, resigned from that position in January,
1976 .
In the introduction to this booklet, Clark writes:
The basic premise behind the University-English High
partnership is that each institution can fulfill its
role and meet its goals more effectively through
working together rather than separately. The intel-
lectual challenge of rethinking and changing a school
can be better met when thoughtful external perspectives
become a fundamental part of the deliberations. And
for University faculty and the School of Education,
123
English High School presents a unique opportunity to
apply their talents and energies to an effort which
is strikingly consistent with their own judgements
about what is important and wher^ finite resources might
be most productively committed
.
Through a series of questionnaires and the discus-
sions of planning and advising groups in both Amherst and
Boston, a number of competencies had been defined which
would be necessary for English High School faculty to
develop and master. Clark and the three other faculty
members involved in the seminar, "Graduate Program Planning
learning Groups. " identified five areas of concentration
for the degree program and committed the University to
offer at least one course per semester in each area for the
35
next three years at English High School.
1. Provide knowledge and skills which can enhance
participants' abilities to carry out the goals
of English High School.
2. Reflect the expressed interests and desires of
the participants at English High School.
3. Encompass sufficient headth and depth to pro-
vide a solid basis for graduate study at all
levels . 3b
^^Richard J. Clark, "The University of Massachusetts
School of Education Graduate Degree Program with English
High School in Boston," School of Education, University of
Massachusetts in Amherst, February, 1976, p. 2.
^''’Ibid.
,
p. 4.
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The five areas were as follows: curriculum,
teaching and learning, leadership and administration,
evaluation and research and foundations for urban educa-
tion. Each was perceived as an area in which students
would be assisted and encouraged to design and develop
programs having a significant impact on the quality of
education at English High School. In order to further
emphasize the fact that the University wished this program
to meet the educational need of the high school, the
following degree requirement was added for participants:
Each degree candidate at English High School must
submit evidence that during the 1975-1979 program
^riod he or she has developed, implemented, and
evaluated one innovative program or practice designed
to improve education for students at English High
School 7^ (emphasis in original.)
At that time there were a total of twenty-three
people enrolled in degree programs at the high school.
Another twenty-nine were enrolled for courses on a non-
7 O
degree basis. By the time admission to the program was
closed in September of 1976, there were thirty-seven people
enrolled in degree programs and more than twenty taking
courses as non-degree students.
Ibid
. ,
p . 8
.
^^Richard Clark, "Teacher Education Council Program
Proposal 1976-1977," unpublished internal School of Educa-
tion program proposal, February, 1976.
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A major assumption of the program was that by
focusing in on the needs of the institution as well as
those of the individual teacher, the quality of the entire
educational experience for students at the high school
39
would improve.
While staff development and inservice education
do not necessarily have to occur in a degree oriented
graduate program, the English High School collaboration
with the School of Education was becoming increasingly
identified with it. The degree program was to become the
vehicle by which program participants, both as degree and
non-degree students, were to focus their attention on the
educational needs of the school and begin the process of
renewal. It was to be a pilot program for the University
in conducting its first non-residential off-campus doctoral
degree granting program and, as such, would be highly
visible. Project director Clark determined that in
addition to examining the general implication of the pro-
grams he and his staff would pay particular attention
to the following:
1. The impact of a non- tradit ional , voluntary open
admission policy on traditional means of assess-
ing program quality.
39 Ibid
. ,
p . 2
.
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2* The result of attempting to address both
individual and institutional needs and goals in one
comprehensive program.
3. The defining of graduate education as the means
of improving practitioners effectiveness
in the classroom.
4. The effect of the realities of collaborative
planning and implementation on role definition.
5. The alternate beneficial, harmful or neutral effect
this program has on kids’ learning.
Clark organized his staff and assigned specific
tasks to each in order to streamline procedures and im-
4
1
prove communication between the two institutions. Me
also recruited an integrated and diversified faculty to
offer courses for the Spring, 1976, semester and received
commitments from eight University faculty members to teach
4 2
a three credit course during the Fall, 1976, semester.
During the Spring, 1976 semester, a total of five
courses, including independent study options, were offered
at the high school. Kenneth Washington worked with a
group of six graduate students interested in developing
a hospitality industry related alternative program. Earl
Seidman supervised a "Workshop in Analyzing and Improving
Classroom Construction" which relied on the video taping
"^^Ibid.
,
p. 3.
^^Richard Clark, memorandum to UMass/Engl ish High
School Staff, January 5, 1976, "Projected Spring Tasks;
RE: EHS."
^^Richard Clark, memorandum "Initial 1976-1977
UMass Faculty for English High School," March 12, 1976.
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of teachers in their classrooms. Michael Greenebaum,
principal of Marks Meadow School in Amherst, taught a
course in urban administration to eighteen graduate
students. Brunetta Wolfman, of the president's office
at the University, taught a seminar on the sociology of
an urban society.
This last course was interesting in that it focused
on English High School as the basis for research and de-
veloped into a forty page document later distributed among
program participants. In the introduction Wolfman ob-
serves
A traditional course might have been easier for
all of us since it would have allowed us to do
some reading, discuss the readings, and coast along
from week to week skirting the realities of the
daily life of the school. 43
Indeed, each course was designed to look at particular
problems at the high school and develop alternative methods
toward their solution.
During the summer of 1976, summer workshops were
held involving fifteen staff members at English High
School who were interested in developing or improving
alternative programs at the school. A number of University
^^Brunetta Wolfman, "The Sociology of the Urban
School," internal University of Massachusetts School of
Education publication, Amherst, Massachusetts, August, 197
p. 2
.
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representatives sat in these meetings as consultants.
The summer workshops resulted in the refining of the
curriculum of the Urban Studies Center, reorganization of
the Medical Alternative Seeking Help program and creation
of a ninth grade cluster program for implementation in
Fall, 1976.
At this time a student teacher and intern placement
program was also established at the Amherst campus to pro-
vide support for the graduate program at English High
School. Philip Stec of the School of Education and Berna-
dine Freese of the Division of Continuing Education re-
ceived the approval from the Teacher Education Council
to form a new certification program and to actively begin
44
recruitment of student teachers and interns. Priority
placement was to be given to those teachers already in-
volved in the design and development of alternative
programs at the high school.
At this time, Clark charged a search committee made
up of representation by the School of Education and English
High School and chaired by Lynne Miller with the task of
locating a full time graduate level faculty member to
serve on-site in Boston. The duties of this person would
^"^Philip Stec and Bernadine Freese, ”TEC Program
Proposal--The Boston English Preservice Program Alternative,
internal School of Education document. University of
Masb-
achusetts, Amherst, September, 1976.
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include general management of the program as well as
teaching and academic advising duties.
The committee received over 100 replies to this
vacancy and interviewed six candidates. The committee,
in consultation with Clark and through a process of re-
flection on and evaluation of the program's needs, decided
to recommend that no person be hired for this position at
that particular time. The program needs, it was deter-
mined, were not for a full-time, on-site graduate faculty
member, but for someone who could oversee the general
operation of the program under the supervision of the
project director, v;ho could do some advising but also
perform some necessary clerical tasks and could transmit
45program needs to the director. The author accepted this
position and began duties in Boston in October 1976.
The process of integrating the collaboration into
the institutional life of the school was hampered not only
by the initial distrust and confusion resulting from early
discussions, but also because the collaboration offices
were difficult to reach and physically separated from the
rest of the school. This was alleviated to some degree
"^^Richard Clark, memorandum to Grace Craig, Academic
Dean, internal School of Education, October 1976, Report
on the English High School Position Search Committee."
^^Richard Clark, letter to Robert S. Peterkin,
School of Education, University of Massachusetts, Amherst
Massachusetts, August , 1976, p. 1.
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by the moving of the Center to the eighth floor where it
was more readily available for faculty. A telephone was
also installed which improved communications between Boston
and Amherst immensely.
The move to the eighth floor, the installation of
a telephone, the presence of a full-time staff member
at the school, the placement of University student teachers
and interns, and the increased amount of time spent by
University faculty members at the school gradually in-
creased the acceptance of the collaboration although many
remained hostile and highly critical of its goals.
In an internal assessment of the program’s successes
and failures, delivered to Clark, the author made the
following observations and recommendations printed here
in their entirety.
Areas in which We Are Doing Well
1 . The individual
received and t
they are effec
ing some needs
and the school
Seidman, Mary
cularly have b
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rett have also
graduate courses have been well
eachers here have commented that
tive and have succeeded in addre
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2. The graduate program has established the credibility
It needs to succeed. Program participants and
others can now depend on UMass for a number of
things and most of our follow-up is cjuick. Wchave gained this level of acceptance among the
faculty through a number of things, including:
your presence at English on a regular basis, the
course work offered by UMass faculty, the defini-
tion of the program and the advising system which
translates it to students, the establishment of
our own area on the eighth floor, and of course,
Judy Dunny. She has done more to make people
feel good about UMass and a larger measure of the
progam’s success belongs to her efforts.
3. The program, at least as far as I perceive the
UMass side of the collaboration, seems to be
developing an identity and direction which was
lacking in the earlier months. We are surer of
what we can, ana more importantiy, can’r provide
in terms of courses, services, and materials.
This has done a great deal to erase frustrations
which hampered the progress of our involvement
in the past.
4. Doctoral students are forming committees on travel-
ing to Amherst in order to discuss their programs
of study. By the end of this spring semester, T
would hope that half of the doctoral students will
have formed committees
.
5. The student teachers, particularly those placed
at Urban Studies, have made a great contribution
to the inservice and graduate programs. They are
a resource I hope to expand in the future.
6. Teachers here, even those in the more traditional
departments and outside the graduate program, have
been requesting m.aterials, films, and other assist-
ance from UMass. There have been requests for
help from the freshman cluster people, the MASU
group, the English department, and the Science
and Engineering departments, not to mention the
Urban Studies people who ask for everything,
everytime, everywhere. In most cases, we have
been able to provide each of these groups with
satisfaction.
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Areas Which Need Strengthening
1. While UMass seems to be developing a self identity
in relation to the collaboration, I do not think
that we have reached a concrete enough definition
of what the entire collaboration is, how the indi-
vidual components work together, and what the end
product will be.
2. The speed at which we are able to deliver materials,
process paperwork and reimburse people, order
basic necessities like stamps, a typewriter or
having printing done is much too slow. The frus-
tration engendered by having to wait months, some-
times gets transferred to the program itself.
3. The registration procedure and our ability to offer
graduate credit for workshops or courses which ad-
uiess an imiucdiaLe nueu aiising duiiiig uhe cuuibo
of the semester, are greatly hampered by the
existing policies of the graduate school. A great
deal of effectiveness depends on addressing real
problems at English High School. If we wish to
make these workshops or courses a credit granting
experience we must enroll everyone months in
advance. I've heard that there is this new thing
called a "Flexible Curriculum "
4. English High itself is unsure of where it is head-
ing as an institution. This lack of a clear plan
is due to a number of factor s -- lack of communica-
tion in the school, lack of articulation about
goals, and a general lack of energy among many
faculty to sit down and think about where English
should be in three or five years. There is little
UMass can do about this but we might come up with
an approach.
5. We have paid too little attention to the alternative
programs. MASH, in particular, could benefit
from some consulting about curriculum. They also
have a number of unarticulated needs where we
mi gilt be able to offer assistance.
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Suggestions
1. The Advisory/Policy Board which has been discussed
should be implemented.
2. We need to streamline the budgetary/monetary areas
wherever possible. There must be some way to
speed up the processes of reimbursement, ordering
materials, etc. A petty cash pool of $100 or so
would go a long way in alleviating this problem.
3. More ’’practical" courses and workshops sliould be
offered either on a credit or non credit basis.
(An introductory, basic, practical Spanish course
would, I think, attract lots of people.)
4. I should pursue the idea of tying many of our
courses into the system of in service credit over-
seen bv the Office of Staff Development of the
Boston Public Schools. I think this would be a
good way to attract non-degree students into the
program.
5. UMass faculty should be encouraged to spend more
time at English meetings with students during the
day and advising people about their programs of
study, talking about the effect of UMass involvement
on learning and generally being "seen."
6. The funding of the reading course being offered
second semest.er through John Flancock sets a neat
precedent. What else can they do?
7. Consultant should be identified for MASU, USC,
etc., on curriculum concerns.
The Interim Evaluation Report prepared by project
staff also suggests that even while problems of implementation
still existed, real progress was being made in the institu-
4 8
t ional izat i on of the collaboration (see appendix B)
,
^
^Phi Ih') Stec , memorandum to Richard Clark, January ^^
19, 1977, "Fall Semester, 1976, of UMass/EHS Collaboration.
^^Philip Stec, James Buckley and Margaret LeGendre,
"Interim Evaluation Report" submitted to the Boston School
Committee, March, 1977.
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In December of 1976, the project director interviewed
many of the participants in the program to attempt to
assess the impact of the collaboration on individual teachers
at English High School. The results of these interviews are
available in Appendix C, but it is useful here to summarize
some of the main points made by teachers:
1.
Courses taught in the areas of supervision,
racism, and methods had an impact on the manner
in which teachers presented material.
2. Curriculum offerings had been expanded and new
ones developed as a result of the collabora-
tion.
3. Courses taught in evaluation had had a definite
impact on particular programs at the school.
4.
The fact that courses were held after school
and involved people from different departments
increased the internal communication of the
school
.
5.
The three year commitment of the University
was reviewed as a plus because it implied the
University would accept some responsibility
for what happened at English High School. 49
Because of a desire to enhance the effects of the
collaboration and make it more
school, the proposal for fundin
included the establishment of a
the high school. In September
sentatives and flexible campus
a part of the life of the
g for the academic year 1977-78
Teachers' Resource Room at
of 1977, the University repre-
coordinator of English High
^^Richard Clark, School of Education, University of
Massachusetts, internal memorandum to Philip Stec, Decem-
ber 3, 1976, pp. 1-3.
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School moved into a large room adjacent to the sixth floor
1 ibrary
.
The effects of this change in emphasis and complex-
ion of the collaboration is interesting and hopeful in at
least two respects. It signifies the acceptance of the Uni-
versity as a viable and responsible agent with resources,
personnel and material perceived to be useful and appropriate
and it also allows for the expansion of the collaboration
beyond the degree program and the support alternatives.
The initial problems of implementation had been con-
fronted and many resolved. A model of staff development,
the degree program, and been successfully introduced into
an urban high school. The question which cannot as yet be
answered is if that degree program can expand its influence
and have a measurable effect on the quality of education
occurring at the high school.
CHAPTER IV
APPLICATION OF CRITERIA
Chapter II divided characteristics and conditions
which might predict the success of a staff development pro-
gram into four main categories: participants, designers,
design, and implementation. While each category is non-
exclusive and each is also dependent on the nature and
circumstances of the other three for its definition, the
division seems useful when applied to individual examples
of staff development. The categories are broad enough to
allow for a range of approaches in describing or evaluating
different programs but they do provide a framework which,
when applied, orders experience so that it might be inter-
preted and the chances for success assessed.
Chapter III presented the formal history and struc-
ture of the collaboration between the School of Education at
the University of Massachusetts, Amherst, and the English
High School in Boston as it has evolved over a five year
period. The formal history has been constructed from docu-
ments, letters and memoranda which outline the development
of the collaboration and the implementation of the graduate
degree program for participating English High School
faculty.
These formal documents were enhanced by interviews
and
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discussions with program participants, designers, evaluators,
and others who were instrumental in the program’s develop-
ment or observed its implementation from various points.
Chapter IV is divided into two main sections. The
first appl ies the criteria, cond itions and characteristics
developed in Chapter II to the descriptive context presented
in Chapter III. The second will review the program's im-
plementation in light of its five areas of concentration:
teaching and learning, curriculum, leadership and administra-
tion, evaluation and research, and foundations of urban
education.
Characteristics and Conditions
The Participants
1. Participants should possess an awareness of
the formal structures whi c h define the school
in its or-ganizat ional context. The informal
structures, conditions and relationships
which hold the organization together must also
be recognized .
In 1974, there were approximately 130 faculty and
administration members at English High School. Discussions
with faculty members and others revealed them to be generally
considered as highly sophisticated in the politics of union
matters and in the ability to describe sources of power and
influence in the organization.
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The faculty have usually, particularly in union
matters and disputes with central administrative offices,
presented a common front to "outsiders." There was, and
is, a high level of camaraderie among faculty and a well
developed sense of the implications of organizational
alteration or restructuring for departmental and individual
security.
The implications of declaring English High School
the arts and humanities magnet for the Boston public school
system were obvious to many people in 1974. They included
the transferring of many established faculty members, the
hiring of new personnel to implement the program and a basic
restructuring in the purpose and image of English High
School. The organization reacted quickly. Although their
response has been described as a non-response, it does in-
dicate an awareness of the type of organization English
High School did not want to become.
In 1976, the group of teachers working under the
general editorship of Brunetta Wolfman produced evidence in
the form of flow charts, organizational descriptive context,
that English High School faculty were keenly aware of the
formal organizational aspects of the school on a basic level.
^Brunetta Wolfman, "The Sociology of the Urban
School," internal University of Massachusetts, School of Ed-
ucation publication, Amherst, Mass., August 1976.
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It also indicated
The headmaster is the acknowledged center of power andthere is little agreement on the other power sources inthe school. Some opinions place the administrative
as s i s t an t , a s s i s t an t headmaster, and vice principal in
close proximity to the headmaster while others would
credit the house masters and department heads as the next
most powerful. The faculty senate is credited by some
teachers as being a force which is diminishing the power
of the headmaster.'^
The fact that the initial implementation period of
the English High School collaboration occurred during the
first phase of court ordered desegregation had a bearing
on the awareness of faculty about the organizational nature
of the school. Again, this awareness was developed from a
survival standpoint and was characterized by the need to
prevent large scale disruption of the status quo.
2 . A perception of the need to change both as an
institution and as individuals increases the
chance of successful implementation .
Conversations and interviews with program partici-
pants and members of the faculty at both English High
School and the University of Massachusetts reveal that
this condition was not met. While individual faculty mem-
at the high school, including some members of the
^Ibid.
,
p. 17.
bers
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administration, felt a commitment to a process of change,
this never was translated into a large scale organizational
priority.
While it is fair to say that some level of aware-
ness of the formal structures which describe the high
school as an organization existed among the faculty in 1974,
it is equally fair to say that this was generally a very
basic appreciation. It did not include agreement on common
goals or direction for the school. The school committed
itself to a M.O.D.E.L. theme which, if it did nothing else,
avoided the controversy of attempting the almost impossible
task of developing a unified curricular approach among 130
faculty members.
The response of the faculty to the request to de-
fine their magnet theme reflects the generally held belief
that a drastic change in the curriculum or in the content or
presentation of subject matter was undesirable. The students
who made up the population of English High School needed
improvement of basic skills in reading, composition and
mathematics and most faculty members advocated for tradi-
tional means of instruction through department oriented
course offerings.
There was little support among faculty then and
now for programmatic change or the development of alterna-
tives and options for students because many faculty believed
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and still believe them to be "soft" in their educational
approach
.
When the possibility of a graduate degree program
available on site with little formal course work was first
discussed with the faculty by Superintendent Leary in 1973,
it was greeted with what many observers described as "wild
enthusiasm." The support for this program came originally
not because of any organizational support for the goals and
aims of the program, which had not, as yet, even been de-
fined or articulated, but because many faculty perceived
a direct and not particularly arduous benefit for them-
selves in the form of career advancement.
Generally, the faculty at the initial stage begin-
ning in 1973 could be described as a group which had a
great deal of spirit, a sense of pride and history about
English High School, and trust in its ability to provide
students with a sound education through the traditional
concept of a comprehensive high school. Perceptions about
the need for change, if any, were related to matters of
administrative structure and the increase of personnel to
improve the security of the school and its educational
atmosphere
.
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3 • Stability of personnel is necessary for
successful implementation
.
In spite of the overwhelming support of the faculty
for the idea of a three year degree granting collaboration,
only thirty-seven enrolled in the degree program in 1976.
Twenty-five enrolled in doctoral programs, three
would work towards the Certificate of Advanced Graduate
Study, and nine enrolled in Masters programs. By January
of 1978, ten of these people had either left English High
School to accept positions at other schools or had been
reassigned to different districts in the city.
4 . A critical mass of participants is necessary
for successful implementation .
While a critical mass of people v\/ere originally
enthusiastic and supportive of the graduate program com-
ponent of the collaboration in 1973, this never translated
into support for the goals and aims of the program itself.
It was relatively easy to embrace the concept of a three
year collaboration at the end of which everyone would
advance to the next degree but when the program eventually
was implemented this support had evaporated.
A critical mass of adminstrators were supportive of
program goals and implementation but a large faculty commit-
ment never materialized.
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Ihe support of the principal and administration
is important for successful implementation
.
While this condition existed after the hiring of
Robert S. Peterkin, it was never enough to insure full
program acceptance among the faculty. Some current faculty
members in 1978 express the belief that the degree program
was designed almost exclusively to provide the headmaster
and some members of the administration with doctorates in
education
.
The program would never have been implemented with-
out the initiative and support of the headmaster and ad-
ministration. It was, at times, the only thing which allowed
its acceptance and development, but it also, for some faculty
members, was a cause for resistance, particularly in its
emphasis on the development of alternatives.
6 . Participants must perceive a personal, as well
as an organizational payoff .
The payoff for most participants in the collabora-
tion was the degree program. This was perceived as a tan-
gible and monetarily helpful reward for participation. The
overwlielming majority of faculty members interviewed in
1978 indicate that without the degree granting component of
the collaboration, they would have never considered becoming
initially involved.
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When asked if this was still the case, most agreed
that continued participation in the collaboration was the
result of anticipated completion of all degree requirements
but also indicated that other benefits were derived from
continued participation. These included the increased
communication between various individuals and departments,
the chance to participate in intellectually stimulating
seminars, the opportunity to improve teaching skills and
other more altruistic benefits outside of monetary concerns.
The focusing of the collaboration on the needs of
the institution also had a tendency to discourage partici-
pation among subject oriented faculty members who wished
courses and experiences in their discipline. Faculty members
in the departments of art and physical education, for exam-
ple, have reported that they did not enroll in degree pro-
grams because they could perceive little advantage in obtain-
ing a degree in education, but wished to pursue programs
in their own fields.
Designers
1 . Experience in the client system is a necessary
characteristic of program designers .
Dwight Allen, Harvey Scribner and Richard Clark
all had experiences as either public school teachers or
administrators before coming to the University, Each also
had experience in the design and implementation of
inservice
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and staff development models. This is true of many of the
University faculty who offered course work at English High
School
.
While experience in the client system is a neces-
sary condition for designers, it is equally important to
translate that experience into a viable method and approach
in implementing programs. It is also necessary to under-
stand the motivations and desires of the population one is
designing programs for.
L . Knowledge of and competence in ciiange
strategies and processes is critical .
The three designers, Allen, Scribner, and Clark
firmly believed in staff development as a vehicle for a
process of educational change and attempted to use the award-
ing of graduate credit and degrees as an inducement to
participation in this process.
The different approaches used, particularly those
used by Scribner and Clark, varied greatly in their effec-
tiveness. The personal style of each and the perceptions
of participants about those styles very often played an
important, if not critical, role in the history of the pro-
gram- -more so than the actual "soundness” of the strategy
itself.
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English High School participants, for the most
part, were not interested in participating in a collaboration
which would radically alter the complexion of their school
or force them to change their teaching styles. They were
interested in degrees and career advancement. The ability
to mahe a trade off between the awarding of degrees and
the reduced commitment to educational change represented
by faculty interest in them could have been made much
earlier and clearer. A written, clear description of re-
quirements for degrees which also stated the necessity of
participating in an active and real change process would
have cleared much of the early confusion about the collab-
oration .
3 . A critical mass of support personnel must
be available .
Support personnel can be defined as those people
involved in the implementation stage as either sponsors of
course work or in a clerical capacity. Many university
professors were involved in the first years of implementa-
tion but their participation was fragmented by the distance
between the two institutions and the manner in which they
were presented to high school faculty. The clerical sup
port in 1975 constituted one secretary who spent one day
a week in Boston and two graduate students who spent
two
days there.
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The iTi3.gnit.udG of the originnl design snd the need
to be able to enroll all aspects of the high school in an
active change process was hampered by this lack of support.
Much of the confusion and indecision which characterized
the early days of the collaboration might have been avoided
if sufficient numbers of both types of support personnel
were involved.
Perhaps of equal importance with the need for a
critical mass of support personnel is the unanimity or
lack of it, of opinion about goals, aims and directions.
Those involved in support capacities must have a clear
understanding of what it is they are supporting and
advocat ing
.
4 . During the design and implementation phase
,
a large amount of time must be committed to
on-site interactions .
This condition was not achieved during the early
implementation stages. In fact, much of the initial plan-
ning did not occur between the high school and University
at all, but between the latter and the office of the then
Superintendent of Schools.
When attempts were made to define the nature and
goals of the collaboration and its degree granting component,
they were hampered by the long distance between the two
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institutions and the fact that University faculty and staff
would spend only one day a week on site. Some University
professors were present on site only once during the course
of the initial years. They were present in order to in-
troduce possible areas of concentration for degree partici-
pants but there was no one who would be available on a
daily basis to answer questions which arose about those
areas or be able to explain and facilitate enrollments in
graduate programs.
When the degree program was introduced formally
in 1976, the number of support personnel and the amount of
time spent on site increased greatly. This aided in allevia-
ting the conditions of confusion and distrust which had
existed up to that time.
5 . During the design and implementation phases
,
designers and support staff must be enthusias-
tically in support of program goals and aims .
This condition was difficult to attain during the
early days of the collaboration because of the lack of
clarity about program goals and aims. The conceptualiza-
tion of what constituted a viable collaboration ranged
across various interpretations. The difficulty of attempting
to operate an on site graduate program while questions
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such as the nature or even existence of course work, the
applicability of the University's residency requirement,
and other procedural problems remained unsettled, caused
support personnel to loose enthusiasm for program implemen-
tation .
Design
1 . Design of staff development programs should
reflect an assessment of the school as an
organization .
An assessment of the institutional and organiza-
tional aspects of the high school had been underway for a
long period of time before the formal requirements of the
degree program were established in 1976. The very premise
of the entire collaboration, as defined by Allen in 1973,
had b een to interpret the school as an institution to be
the basic element of inservice. Program components and
elements would evolve from the three year collaboration and
it would be the institution, not the individuals who con-
stituted its faculty and administration, which would receive
the degrees.
Because of monetary constraints, the lowering of
both institutions' support, the subsequent confusion and
many other variables, this never occurred as originally
planned. The graduate degree program fully recognized
the
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intention of focusing on the needs of the
institution but now these needs would be addressed through
formal course work and other credit bearing experiences.
The formal needs analysis, evaluations, and faculty surveys
initiated during the period when Scribner acted as project
director, were interpreted and developed by Clark into the
five basic areas of concentration for the degree programi
curriculum and instruction, teaching and learning, leader-
ship and administration, evaluation and research, and
foundations of urban education.
Expertise in these five areas for the faculty as
a stated whole would aide the school in attaining its stated
goal of implementing new programs, curricula and options for
students. Whether or not implementation of these five
areas has been successful is discussed later in this
Chapter.
The
example of a
plementat ion
many of the
The design should be complex and comprehensive
enough t^0 antici[pate the occurrence of partisan
mutual adaptation and to utilize as many sources
of influence in the school as possible.
original design of Dwight Allen was the ideal
"complex and comprehensive" design. The im-
of this concept under Scribner illu:5 trates
problems which could be anticipated when
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attempting to establish a working collaboration in the
context of a degree program. The outline and definition of
the degree program which occurred under Clark reflects a
process of compromise and accommodation to reality given a
set of pre-existing conditions.
In spite of the fact that the degree program, as
it emerged in 1976, was a far cry from the original plan,
it nevertheless reflects an attempt to be as comprehensive
and complex as reasonable, given certain parameters. All
facultv and staff would be admitted into degree programs
on what amounted to an "open admissions" policy. Candidates
would be required to submit evidence that their programs
of study would have a measurable impact on the quality of
education occurring at the high school and the University
would commit resources to assist in this process.
The comprehensiveness of the design allowed for and
appreciated the fact that there were numerous agendas
among program participants, the administration of English
High School, the faculty of the School of Education, and
the Graduate School and President's office of the University
of Massachusetts. While these agenda were not necessarily
incongruent with general program goals, they were potentially
encumberances to full realization.
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3 • The design must address individual and
organizational needs and reflect this in its
reward system
.
The design of the original program defined the
basic unit of inservice as the institution. It was to be
the needs of the school which would create the focus of the
collaboration and individuals would be rewarded for parti-
cipation in this process by the awarding of their next
highest degree by the University.
Scribner equated the needs of the organization with
the development of alternative programs and individualized
options for students. The administration of English High
School, while committed to the creation of alternatives and
options, was not particularly enthusiastic about some of the
conditions Scribner expected to characterize these alterna-
tives and options. Th,ey also realized the high risk factor
of proceeding with them while the school seemed to be pressed
from many internal and external forces. The faculty of
English High School were not at all enthusiastic about
this interpretation of the needs of the school and preferred
to concentrate on classroom management and discipline as
the primary needs during the first phase of desegregation.
A review of faculty senate minutes reveals that
after discipline, most faculty would rate the need for
students to improve ’’basic skills” as the highest priority
of the institution.
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The implementation of the degree program in 1976
occurred in an atmoshpere of mistrust, open hostility,
confusion and frustration. The needs of the institution
to develop alternative programs had to be deemphasizcd
. The
informal process desired by Scribner was replaced, due to
faculty and administration demands from both institutions,
by the requirements of a formal degree program character-
ized by structured course work in clearly defined concen-
trations .
The reward system for participation would be
characterized by the earning of graduate credit and degrees.
As stated earlier, most English High School faculty members
indicated that without the ability to earn degrees they
would never have entered into the collaboration.
4 . Substantial numbers of program activities
should be' field based .
In the case of the English High School project,
all activities of the graduate and staff development pro-
grams occur on site, including the "residency requirement
for doctoral students. While individual faculty members
may travel to Amherst to participate in a course or seminar,
the vast majority have only been on campus once or twice.
As perceived by University faculty members, this
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situation has both advantages for the staff development
component and disadvantages for the graduate degree program.
In terms of the latter, University faculty cite specific
problems with off campu§ particularly doctoral level work.
The fact that formal course work occurs at the client
institution allows the demands and structure of that insti-
tution to interfere with academic matters. The fact that
all participants are colleagues and have had a common set
of social and professional experiences to share often cause
discussions of theory to degenerate into anecdote or to be-
come the basis for political discussions between faculty and
administration. Some University professors become totally
disillusioned about the possibility of effective on site
staff development in the city of Boston because of what they
perceived to be the ingrained effects of "the system" char-
acterized by its "old boy networks," patronage and almost
total resistance to influence.
Particular attention from University faculty members
has been directed toward the doctoral program. Not all
faculty members interpreted the "non applicability" of the
campus residency requirement to be a victory for the program.
One faculty member in particular stated the entire process
made it "too easy" on students.
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5. A realistic time commitment between the two
institutions is necessary
.
The original design indicated a three year mutual
collaboration as a minimum time commitment. The actual time
spent in discussion and implementation has been at this point
five years. The program is expected to terminate in Jan-
uary of 1979--three years after the formal degree program
was introduced.
The dissertation has described the collaboration
of the University of Massachusetts with the English High
School as if three different programs existed: the first
being the original design of Dwight Allen; the second pro-
gram, under Harvey Scribner was the initial implementation,
the third program is characterized by the implementation of
the formal degree program under Richard Clark.
After two years of implementation under this last
phase, the program has gained a high degree of acceptance
or tolerance among English High School faculty and staff.
An interesting side note to the long term time commitment
in the case of this collaboration is that some of the
people accepted into degree programs during the first year
of its life were first year teachers or new to the building.
They had no experience with either the original conception
of Allen or the implementation phase of Scribner. On the
other hand, many of the people most vehemently opposed to
original program goals have left the school. Both
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situations helped in the acceptance and increased
institutionalization of the collaboration.
Design should appreciate and reflect the
informal structures and relationships which
exist in the institution
.
Enough has been said about the various agendas of
the parties involved in the collaboration between 1973 and
1976, that the description of the formalized degree program
developed by Clark attempted to be broad enough to encompass
most but focused enough to meet the requirements of the
graduate school of the University.
A more interesting element in this condition re-
volves around the choice of people who would fulfill the
University’s promise to offer at least one course in each
concentration during each semester. The project director,
believing that the nature of faculty involvement should
model those goals which English High School had determined
to attain- -peaceful integration and the creation of educa-
tional opt ions -- consciously recruited a racially and sex-
ually balanced core of faculty to implement the graduate
degree program.
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Imp 1 emen t a t i on
1 • Flexibility of goals and ability to ncRO t i a t
c
changes in focus or emphasis is necessary
.
If the original design of a program of staff
development is complex and comprehensive, it allows for
this condition to be met during the implementation stage
either through conscious negotiations or the focusing of
energies in those areas where the best chances for success
seem evident or the least resistance to influence anticipa-
ted .
The change from the original three year collabora-
tion proposed by Allen to the more formalized program
established by Clark illustrates a conscious negotiation
between a number of institutions. The dynamics, at various
points in the program’s history, between the School of
Education, the Boston School Committee, the Institute for
Learning and Teaching, the graduate school of the University,
the Office of the President, and the faculty and administra-
tion of the English High School left their stamp on program
design, development and implementation.
The final product implemented at the high school
has been described by Allen as a ’’shadow" of the original
idea. While this may be an accurate statement, it also
reflects the realities of the history of the program from
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1973 to 1976. Without the formalized degree program and
the process of negotiation which preceded it, there is a
great deal to indicate that no collaboration would be in
existence in 1978.
The same evolutionary process has been evident in
the degree program itself. The 1976 description of focus
and emphasis speaks of the formalized degree program and
the mechanics of obtaining graduate credit through partici-
pation in course work. The greatest need of the program
at that time was to define and establish the framework of
a collaboration. Recognizing the attitude and "needs” of
the English High School faculty the booklet does not speak
of alternative programs for students. Options are pre-
sented as a desirable outcome. Recognizing tlie attitudes
and needs of the graduate school of the University and the
English High School policy board, the booklet does not
describe a "process" of collaboration as much as it des-
cribes proper procedures for application, requirements for
graduation and a defined but loose structure in which
courses are described and the accountability of people for
performing certain tasks and functions clearly stated.
Since 1976, the program has also maintained a high
level of flexibility and has gradually shifted focus from
almost total attention and resources being committed to
the degree program to the establishment of a teachers'
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center. While centralizing the efforts and offerings of
the degree program, the teachers' center widens its in-
fluence to the larger group of facultynot interested in
degrees
.
Changes in focus and emphasis may be demanded by
shifts in institutional relationships or, more mundanely,
by changes in emphasis and focus of funding agencies. A
change in the 1977-1978 guidelines for funding under
Chapter 636 necessitated a stronger and more visible commit-
ment to the improvement of students' basic skills through
demonstrated direct services. Immediate and direct services
to students at English High School were not a high priority
of the collaboration but in order to be eligible for fund-
ing, the proposal was re-negotiated to include the hiring
of two half-time teaching assistants out of the University
budget to work directly with students on improvement of
basic skills in reading and mathematics. University student
teachers who had been placed in clasrooms through the
Boston English Pre-service Program Alternative were, from
that point on, required to devote one or two academic periods
a day to working with the reading teaching assistant in the
reading laboratory by tutoring students with perceptual
difficulties.
Serendipity enters into the flexibility of a program
to adjust its focus and encompass new areas of concentration.
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This is illustrated in the English High School experience by
the offering of a University course in nutrition. A small,
enrollment was anticipated and many of those who eventually
did enroll--a few more than ant icipated-
-admi tted during
interview that they did so thinking it would be "an easy
three credits." After completion of the course, partici-
P^^^ts admitted doing more academic work for this course
than for any other they had participated in previously.
They formed the core of a group which recruited the in-
structor to offer a variation of the course for the next
semester. Three people elected to concentrate their
masters level work in this area and one wishes to pursue
the doctorate.
Another important factor at work in this process
is the recognition that the University possesses a finite
number of resources both in terms of personnel and mater-
ials. The process of trail and error which occurs when
various courses are taught by different personalities often
determines what the focus or emphasis of the larger program
will be. Personal bonds between individuals invariably
develop which assure that if a course, in any area, is
offered by a certain individual faculty member it will be
fully enrolled.
Conversely, certain courses will be over-enrolled
if they are offered in certain areas perceived to be
necessary for career advancement or certification in areas
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above the teaching level. Consistently, every course which
carried the word ’•administration" in its title, no matter
who the individual instructor might be, attracted heavy
enrollment
.
2 • During the implementation phase the original
complex and comprehensive design should become
more clearly defined and focused
.
The focusing and definition of the collaboration
from the original plan of Dwight Allen, through the initial
implementation phase of Harvey Scribner, into the graduate
degree program established by Clark, has already been dis-
cussed. The same process has continued to earmark the coll-
aboration in different ways.
Individual doctoral students have formed guidance
committees which demand a clear statement of purpose and
a rationale for graduate study. A number of dissertation
proposals have also been filed with the graduate school.
Masters and C.A.G.S. students, some of whom have already
received degrees, have submitted written proof of the design,
development and evaluation of one classroom innovation.
The efforts of the collaboration have also been
more clearly focused. Instead of attempting to establish a
large number of alternative programs, support is now given
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mainly to three: the Urban Studies Center; the M.A.S.Il.
Program; and the Ninth Grade Clusters. Assistance to faculty
members interested in developing new programs or options
is provided through the teachers' center. In 1978, two
$1,000 grants were distributed to members of the mathematics
department who wished to redesign their curriculum, and to
the home economics and bilingual departments who wished to
develop a joint program component.
In some ways, an interesting switch has occurred
between 1973 and 1978. A highly complex design attempting
to influence change on every level in a school setting
gradually, because of a number of institutional and indi-
vidual constraints and disagreements, is focused on the im-
plementation of the graduate degree mechanism. While the
mechanism is a compromise it allows for continued collabora-
tion. As the mechanism begins to work, individual partici-
pants begin to focus on different emphases but because the
original necessity to define and establish that mechanism
no longer exists, the impact of the collaboration widens
as it reaches out to faculty not interested in the degree
program per se, but willing to participate in some joint
efforts through a teachers' center.
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3 . Attention to the content and number of program
activities should include both teacher be-
haviors and attitudes
.
The body of literature which speaks to questions
of change and influence is anonymous in support of the
statement that it is far easier to alter behavior than to
alter attitude. This has been the case with the English
High School program but various strategies have been effec-
tive in at least making people aware of their attitudes
and motivation by confrontation in structured classroom
settings
.
The following is a listing of all courses offered
at English High School by the University of Massachusetts
from September
,
1 9 7 5 to June, 1978.
Fall 1975
Prof. Harvey ‘Scribner- - Introduction to Graduate
Degree Programs and Concentrations.
Prof. Richard Clark- - Graduate Program Development
Learning Groups (Section I)
.
Prof. Harvey Scribner- - Development of Alternative
Programs at English High School.
Spring, 1976
Prof. Michael Greenbaum- -Urban Administration.
Prof. Kenneth Washington- - Development of a Hospital
ity Industry Related Alternative Program at
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English High School.
Prof. Barbara Love-
-Development of Multicultural
Education Designs for Urban Classrooms.
Prof. Atron Gentry-
-Curriculum Development for
English High School Program Urban Studies.
Prof. Earl Seidman- - Seminar/Workshop in Improving
Instruction
.
Prof. Mary Quilling- -Overview of Educational
Evaluat ion
.
Fall, 1 976
Prof. John Berwald- -Methods in Advanced French.
Prof. Kenneth Washington- -Seminar in Urban Admin-
istration and Supervision.
Prof. Barbara Love- -Development of Multicultural
Educational Designs for Urban Classrooms.
Prof. Atron Gentry- - Curriculum Development for
English High School Program Urban Studies.
Prof. Earl Seidman- -Seminar in Analyzing and Im-
proving Instruction.
Prof. Mary Quilling- -Overview of Educational
Evaluation.
Spring, 1977
Prof. Barbara Love- -Workshop in Educational and
Institutional Racism.
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Prof, Mary Quill ing- Seminar in Education:
Developing a Local Data Base for Curriculum
Decision Making.
Prof. William Fanslow-
-Principles and Methods of
Supervision
.
Prof. Byrd Jones-
-Planning for Urban Schools.
Prof. Earl Seidman-
-Seminar in Education: Methods
of Inquiry.
Prof. Judy Gourley- -Teaching Reading at Secondary
and Adult Levels.
Prof. Richard Clark- -Workshop in Addressing Prac-
tical Problems.
Prof. Donald Streets - -Nutrit ion and Learning.
Fall, 1977
Prof. Mary Quill ing- - Evaluat ion through an Accred-
itation Model.
Prof. Donald Streets- -Nutrit ion and Learning.
Prof. William Fanslov;- - Classroom Supervision.
Prof. Richard Clark- - Cl inic for Solutions to Educa-
tional Problems.
Prof. R.D. Jackson- -Special Education and Chap-
ter 766.
Prof. Earl Seidman -- Doctoral Planning.
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Spring, 1978
Prof. R.D. Jackson -
-Analys i s of Support Systems.
Prof. Donald Street s
-- I ssues in Educational Admin-
istration.
Prof. Mary Quill ing-
-Methods and Approaches to
Evaluating Students.
Prof. Samuel Henry-
- Curriculum Development for
Urban Secondary Schools.
Prof. Horace Reed/Lee Connor--A Transdiscipl inary
Approach to Concept Learning: The Inquiry
Method
.
• Prof. Earl Seidman-
- Seminar in Education: Design-
ing Academic Inquiry.
Prof. Lynne Miller- -Program Evaluation and Develop
ment
.
Prof. Brunetta Wolfman- -Poli t ics of the Urban
School
Profs. Portia Elliott, Judy Gourley, Earl Seidman-
Workshop in Education.
Throughout the period from 1976 to 1978, many
workshops and seminars were also offered through the
collaboration. Below is a partial listing of some of these
workshops
.
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Profs. Charles Moran and James Skcrrett -
-Wr it ing
Workshops
.
Piof. Peter Wagschal -
-Development of an Environ-
mentally Based Alternative Program.
Prof. Lynne Miller-
-Curriculum Guidance for M.A.S.H.
Philip DeTurk- -Summer Workshops/M. A. S . H
.
Prof. Earl Seidman- -Summer Workshops/Urban Studies
Center
.
Prof. Richard Clark- - Summer Workshop-
-Ninth Grade
Cluster Concept.
Profs. Mel Miller and Joseph Marcus- -Engineering
Career Options for Students.
Jerry Lipka- - Curriculum Design in Career Awareness.
Dimitri Gat -- Grant smanship
.
Carole Anderson- -Microteaching Laboratory.
4 . Hard evaluation of progress toward individual
and organizational goals increases the effect-
iveness of program activities .
Formal evaluation of individual progress toward
individually defined goals is a function, in the case of
doctoral candidates, of the relationship and direction ex-
ercised by that student’s guidance committee. This is the
same process which exists on the Amherst campus and
operates no differently for program participants at English
High School. Masters degree and C.A.G.S. candidates are
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advised and counselled by the project director and his
staff. All degree candidates must complete all requirements
for graduation plus must submit proof of the design imple-
mentation and evaluation of one innovative program or prac-
tice which has a measurable impact on the quality of educa-
tion occurring in the classroom.
Formal evaluations of the collaboration are directed
by the guidelines. An "outside evaluator," Kathleen Lyman,
has functioned as the project's evaluator since September
of 1976 and has provided much useful information to project
directors
.
English High School was evaluated and recommended
for accreditation in the Fall of 1977 and this outside look
at the institutional life of the school has provided infor-
mation on where the program might best focus its energies.
Perhaps the most useful and in fact, the "hardest"
type of evaluation, both on the institutional and individual
level occurs through the informal conversations and discus-
sions which occur between the project directors and their
staffs and faculties. The anecdotal conferences on the two
hour trip from Amherst to Boston very often revealed more
facts in an evaluative sense than a formal questionnaire.
It was in these sessions, and others like them in Amherst
and Boston, where the project directors sought information
about direction and focus for the program. It was also
here
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where an individual’s "rightness” to be in degree programs
might be evaluated and strategies for intervention dis-
cussed
.
Agreement on any one point, or individual, was
often not present. In an informal poll of faculty riding
from Amherst to Boston during Fall of 1976, project
director Clark asked them to define the criteria for the
successful implementation of a staff development program.
One faculty member defined success as an entire restructuring
and renewal of the school. Another defined success as the
ability to remain in the school without being asked to
leave
.
5 . The Importance of Management, Maintenance and
Support Systems is Critical During Implementa-
tion .
While the old' axiom, "Take care of the small things
and the big things will take care of themselves" is perhaps
an overstatement in the case of English High School, it
does reveal one of the major flaws of the first few years
of implementation. The support systems necessary to trans-
late University policies and procedures from Amherst to
Boston was woefully inadequate. Small problems with
registration, payment of bills, or degree requirements were
left unattended and eventually were blown entirely out of
proportion
.
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The larger failure (as perceived by English High
School faculty) to define what the degree prograin entailed
or to clarify its structure seriously and critically lowered
its chances for acceptance and success. This problem began
to be corrected when Clark instructed his staff to strem-
line all administrative and management procedures. Judith
Dunny was instrumental in personalizing the program to many
people because of her ability to quickly, politely and
efficiently handle problems.
The distance between the two collaborating institu-
tions increased the chances of a "depersonalized" relation-
ship. Faculty at English High School referred to the prob-
lems they were having with the University in anthropomorphic
terms. It was as if the institution itself had suddenly
leapt to life and with conscious effort was willfully wreck-
ing havoc with the high school and then individual lives.
This was greatly reduced through the efforts of
Clark's staff and the designation of certain responsibili-
ties to certain people. The hiring of a full-time on-site
coordinator and the installation of a telephone greatly in
creased the communication between Boston and Amherst.
Questions of billing, academic requirements and course
offerings could then be answered quickly and on a daily
basis
.
6 .
171
Individual and Institutional Reward Systems
Must be Reinforced Periodically
.
The graduate degree has been the most consistent
and dominant feature of the reward system and much has al-
ready been said about its importance to program implementa-
tion and continued existence. Throughout the course of the
collaboration other instruments and vehicles of reward have
been used to maintain faculty interest. These range from
the intellectual stimulation obtained through participation
in formal course work to crass materialism.
The collaboration has cooperated with the John
Hancock Life Insurance Company, also paired with English
High School under Chapter 636. In order to attract partici-
pation in a class designed to improve the faculty's ability
to teach reading through content areas, a stated need of
the institution, Hancock was convinced to provide over
$3,000 to subsidize graduate credit and fee costs.
This course received one of the highest enrollments
in the history of the collaboration and it attracted people
for a variety of reasons. The instructor observed that
a large minority enrolled in order to obtain the three
credits applicable to a pay increase at no cost to themselves.
Nevertheless, awarding of credit was based on participation
and a certain amount of work. Perhaps even being
exposed
to these ideas has had some effect on the
quality of
has developed into the formationinstruction. The course
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of three reading centers--all funded through the
collaboration's grant program.
The grant program has been in operation for one
year and offers awards under three different categories;
departmental grants of $1,000; M.O.D.E.L. grants of $250
and Micro grants of up to $75. These have been awarded to
over twenty- five individuals and three departments.
The overwhelming majority of recipients are not
enrolled in the degree program but have been brought into
the collaboration through this process.
An interesting side note to the structuring of
the reward system is that it applies equal ly to the Univer-
sity side of the collaboration. University faculty must
perceive a personal or professional reward for part icip^rt^ion
which may range from the chance to do empirical field based
research to the opportunity to participate in a project
which examines secondary urban schools.
Effects and Considerations of Collaboration
The gradual de-emphasis of program goals from the
design implementation and evaluation of programmatic al-
ternatives and the subsequent re-emphasis on the creation
of "options" for students provides a filter through which
to view some effects of the collaboration since the defini-
tion of the graduate degree program in 1976. These effects
allow some general conclusions to be drawn about the
173
relative successfulness of the program and also suggest a
number of considerations for the characteristics and condi-
tions for success defined in Chapter II.
The substance and quality of University involvement
in the development of a range of options at English High
School is easily overlooked if the criteria for successful
implementation depends on the number of alternative programs
developed during the course of the collaboration or the
transformation of major elements in the curriculum or admin-
istrative structure of the high school. To look at the
collaboration and the development of options through the
five areas of concentration defined in the graduate program
gives more of the context and nature of what may be deemed
program successes. These may range from major departmental
alterations in curriculum offerings to the more subtle
shifts which occur in individuals through processes which
challenge previous behaviors or attitudes.
The collaboration was based on the assumption that
there existed a high degree of congruence between the goals
of the individual teacher and the larger purposes of the
institution. The program itself was designed to focus the
efforts of the University through concentrated efforts in
the areas of curriculum, teaching and learning, leadership
and administration, evaluation and research, and foundations
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of urban education. An assessment of the efforts of the
University and English High School in these areas seems
an appropriate way in which to view the "successfulness”
of the collaboration.
Curriculum
Virtually all participants at English High School are
involved with the evaluation, development and imple-
mentation of curriculum. Alternative programs repre-
sent major curriculum development efforts. More tradi-
tional curricula are being examined and revised to
meet student needs and interests. Courses offered
will be designed to give candidates both theoretical
and practical prospectives on these processes. . . .
Courses will support English High School teachers'
efforts to analyze, write, implement and evaluate
curriculum at the school.
^
The major structural changes occuring during the
course of the collaboration have been in the refinement
of the curriculum of the Urban Studies Center, the develop-
ment and implementation of the M.A.S.H. program, and the
creation of the Ninth Grade Cluster Concept. While the
Ninth Grade program is not an "alternative" in the sense that
all freshmen must participate, it does present an example
of cooperation between the two institutions which, almost
^Richard Clark, The University of Massachusetts
School of Education Graduate Program with English High
School in Boston, internal University of Massachusetts
publication, January 1976, pp. 2-7.
^Ibid.
,
p. 4
.
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without exception, is classified by high school faculty
and administration members as a success.
Within the structural changes, a number of alter-
ations in curriculum and course offerings have occurred
in these three programs. In an interview with Kathleen
Lyman, the collaboration’s outside evaluator, the director
of the Urban Studies Center indicated that the course work
and consultancees provided by the University had a direct
influence on the design and emphasis of its basic skills
curriculum, the major effect being a clarification of
objectives and approaches concerning the improvement of
basic skill competencies.^
Members of the staff of Urban Studies have also
indicated that the addition of University student teachers
and interns at a level of at least three per semester
since the collaboration began has allowed a broadening of
course offerings and a great deal of assistance in improv-
ing students' basic skills in reading and mathematics.
Financial assistance through the collaboration has
allowed for re-structuring of curriculum and the purchase
of many materials utilized for instructional purposes in
their classroom. The field trips and site based visita-
tions so important to the ’’city as the classroom” emphasis
^Kathleen Lyman, "Evaluation Report; English High
School/University of Massachusetts, Amherst Collaboration
Funded under Chapter 636,” internal University of Massachu
setts publication, July, 1977, p. 9.
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of the Urban Studies Center have been greatly increased as
a direct result of the collaboration.
The emphasis of the Urban Studies Center on
increasing student awareness and appreciation of the multi-
racial and ethnic characteristics of society has been en-
hanced by the collaboration. A student teacher originally
assigned to the Urban Studies Center through the collabor-
ation has been operating as a staff member in multi-cultural
awareness for the 1977-1978 academic year under separate
funding from Chapter 636.
The M.A.S.H. program has demonstrated the most
dramatic benefits and improvement through the collaboration.
It was initially designed during summer workshops funded
through the collaboration and had, by 1978, established
itself as a viable and successful element in English High
School. The collaboration provided assistance in assign-
ment of curriculum consultant Lynne Miller, who developed
with its staff a coherent curriculum and placement pro-
cedure for students.^
Student evaluation forms and a new grading pro-
cedure were introduced which more closely fit the objectives
^Ibid.
,
p. 26.
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of the M.A.S.H. program. Lyman reports that by the end
of 1976-1977 school year, M.A.S.H. had successfully re-
cruited a number of students for the following year, had
reassessed and streamlined its internship sites for stu-
dents and had written a new proposal for funding. She
reports
. . .The M.A.S.H. staff, with the help of student
teachers and a consultant from the University of
Massachusetts provided the most striking example
this year of the effort to refine, extend, and im-
prove existing alternatives.^
M.A.S.H. also initiated outreach and communication
efforts. A daily newspaper, informational packets for
parents and interested students, field trips to health
industry sites, and the University of Massachusetts at
Amherst, increased the sense of purpose and identity of
the group. A close and beneficial relationship between
M.A.S.H. and the University has been established and con-
tinues to be evidence of program success.
The Ninth Grade cluster program was designed and
implemented through tlie collaboration. Ihe original im-
petus came from English High School faculty who wished
to provide a mechanism which would reduce the number of
discipline cases, acav?emic failures, and high absenteeism
^Ibid.
,
p. 27
.
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characteristic of freshman year. Ninth graders arc divided
into five clusters of approximately 120 students each.
Four teachers staff each cluster and provide instruction in
the main subject areas.
Lyman observes
The cluster system, however, has created a workable
design for the transition between the middle school
and high school. The design allows for the development
of a sense of community within a cluster, for the
development of more harmonious relationships across
racial and ethnic groups for the improvement of basic
academic skills, and for communication between parents
and teachers. Curriculum development, the creation
of options within the cluster system, and a mechanism
for selection and training of new teachers need now
to be encouraged.^
Teachers in the cluster system have reported that
they believed the cluster program was successful in im-
9
proving the basic skills of ninth graders. Particularly
in the areas of reading and writing skills, the collabora-
tion has had a direct impact. Professors Charles Moran
and Joseph Skerrett of the English Department at the Uni-
versity offered a week long writing workshop for the fresh-
men English teachers.
The teachers who implemented the writing program
taught by Moran and Skerrett were enthusiastic about
its reception by the students and impressed with the
very real improvement which students in the ninth
^Ibid.
,
p. 23.
^Ibid.
,
p. 21
.
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grade made in their ability to write. The evaluator
read through five booklets produced by the English
class during the third quarter and was also impressed
with the improvement in expression, in use of appro-
priate vocabulary and sentence structure and in fluency
of written expression.
The writing workshop had an unanticipated outcome
which, while not improving the curriculum in a structural
way, greatly enhanced the racial and ethnic harmony among
ninth graders. Students were asked to write about their
own lives, neighborhoods, and experiences. Through class-
room discussions and the collection of all assignments
into booklets, students discovered a common core of ex-
perience which, in many cases, led to an increase in under-
standing and harmony among them.^^
Many of the ninth grade teachers also enrolled in
Judith Gourley's course designed to assist teachers in the
teaching of reading at the secondary level through the con
tent areas. Two clusters adopted the method during the
second semester of 1976-1977 and in 1977-1978, all five
clusters had integrated at least part of the system into
their curriculum.
Some material support has also allowed the Ninth
Grade Clusters to purchase instructional materials or
^®Ibid.
,
p. 9.
^^Ibid.
,
p. 10.
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provide field trips to students.
Other areas in which modifications in curriculum
have occurred as a direct result of the collaboration in-
clude the evaluation and restructuring of the foreign lang-
uage department's offerings and the teaching styles of
several teachers after participation in a course taught by
JohnBerwald of the Department of French and Italian.
Berwald's course in "Methods of Advanced French" had
a significant impact on the five teachers who took
the course. The evaluator interviewed two of these
teachers v/ho reported that they had improved their
teaching methods and used a greater variety of materials
of this course. (SIC) The chairman of the modern
language department wrote and received an (SIC) ESAA
mini-grant to obtain audio-visual materials as a direct
result of this course. He also reported that one
teacher's methods had been transformed by this course
to the direct benefit of the students.
Departmental offerings have also been evaluated and
redesigned through the collaboration's grant program. The
Math Department received funding to redesign its entire
four year curriculum and is currently in process of imple-
menting its design. A joint proposal submitted by the
Bilingual and Home Economics Departments has resulted in
a new program component to be instituted in September, 1978
Individual students through consultation with Uni-
versity faculty members such as Clark, Miller, Elliott,
12 Ibid.
,
p. 9.
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Quilling, Streets, and Gourley have either redesigned
course work, changed their teaching styles or implemented
new curriculum. Three members of the Math Department at
English High drastically modified the curriculum of the
Ninth Grade Cluster. A bilingual career and occupational
resource book has been developed and is soon to be published.
Mult i -cultural components have been developed and imple-
mented in classrooms at the high school and in the alterna-
tive program. Several reading laboratories have been
developed and implemented in classrooms at the high school
and in the alternative program. Several reading labora-
tories have been developed and funded through the collabor-
ation. Components dealing with nutrition have been de-
signed and implemented. Teachers have evaluated and changed
grading patterns, particularly in the Ninth Grade Clusters
and the alternative programs.
The changes and modifications brought about in the
curriculum of English High School through the collabora-
tion are numerous. Some are substantive, some cosmetic,
and some effect only a small handful of students. Never-
theless, these changes and modifications would not have
occurred without the collaboration. The collaboration
offered tangible rewards and encouragement for these
activities
.
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The in s t i t u t ions 1 i z a t i on of the process begun by
the collaboration has been attempted through the creation
of a teachers' center jointly managed by English High
School and the University. One English High School faculty
member, Margaret LeGendre, has focused in on this area
as the topic for her dissertation. Her work, soon to be
completed, will analyze and evaluate the Center as a vehicle
for change in schools.
Teaching and Learning
All part i ripant at Engl i High Srhnol
.
inrlndino
counselors and administration, interact with English
High School students in a teaching capacity on a daily
basis. Much of the coursework in this concentration
will start from a base of looking at the realities of
teaching at English High School. Courses will encourage
teachers, counselors, and administrators to look at
themselves, understand their own behavior and teaching
styles, and how these work and don't work with different
learners at English High School. Workshops in which
participants can explore and expand their own reper-
toires ot skills, and micro - teaching clinics will be
offered. Supervision will be studied and conducted
with colleagues. Particular attention will be given
to the challenges presented by the wide range of cul-
tural backgrounds from which English High School students
come . 1
^
The examination of teaching styles and methods
through the use of videotaping, microteaching or supervi-
sion has often been viewed as a threatening and potentially
ego shattering experience by secondary school teachers.
^^Clark, The UMass School of Education Graduate
Program with English High School, p. 5.
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Courses in analyzing and improving instruction
taught by Seidman, while receiving relatively low enroll-
ments, have had a large impact on those who participated.
Seidman utilized videotapes of classroom performance to
question and challenge behaviors and attitudes. Indivi-
duals who participated in this experience report that it
had a direct impact on their classroom performance. Some
report dramatic changes in the manner in which they present
materials and all agree that they are now much more con-
cious of and attentive to the teaching process itself.
Supervision courses receive much higher enrollments
due to the requirement that candidates for administrative
positions in the Commonwealth must have a course in super-
vision to be certified. Professors Fanslow and Streets
have offered some course work in this area. Participants
in these areas are less enthusiastic about the work demanded
of them and some attribute this to the requirement that
people read and understand the theoretical underpinnings of
the methodology involved before implementing it in a class-
room setting. Nevertheless, many report the development of
new skills as the result of participation. A few report
that their "professionalism" toward teaching has been
developed while others find the methodologies useful in
their supervision and direction of student teachers and
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interns. Lyman reports that
The courses in analyzing classroom instruction and in
supervision were often noted as having important
effects on individual teaching styles. Two department
chairmen are planning to implement peer supervision
programs next fall as a result of a supervision course.
A microteaching workshop offered by Carole Anderson
primarily for student teachers but open to all faculty, failed
to attract one member of the high school faculty. The con-
census of why this occurred is that it appeared too threat-
ening and time consuming to be practical. Perhaps if this
experience had been packaged in a different manner, it might
have been more appealing.
Leadership and Administration
In addition to participants in "main office" adminis-
trative positions at English High School, a significant
number of candidates are in positions which require
sophisticated leadership and management skills and in-
siglits. Directors of alternatives and special programs
and department chairpersons are among these. Courses
offered in this area will relate closely to real admin-
istrative challenges and issues at English High School
now. Course topics will include urban and secondary
school administration, urban community relations,
organizational and staff development, supervision,
legal issues and constraints, decision making procedures,
and political issues in school administration. Theories
and strategies for initiating and managing change will
also be addressed.
^^Lyman, "Evaluation Report," p. 10.
^^Clark, The UMass School of Education Graduate
Program with English High School, p. 5.
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Of the thirty-seven people originally enrolled in
degree programs since 1976, 12 are currently holding adminis-
trative positions. There are 5 degree candidates in the
administration of English High School, 2 department heads,
and 5 administrators who have left English for leadership
positions in other schools or districts. Courses in ad-
ministration invariably receive high enrollments, again,
because of the need for such credits when applying for
advanced administrative positions.
The early course work of the University in this
area was received with open hostility. This has been attri-
buted to the highly theoretical nature of discussions and
the heavy workload attached to participation. English High
School faculty enrolled in these courses resented the
theoretical aspects of the discussions and attempted to
turn each session into an anectodal attack on the present
administration or a swapping of old "war stories." Open
rebellion occurred when paperwork was demanded or readings
assigned. Some faculty members were observed by the author
arranging to have themselves paged on the intercom system
of the school during classtime in order to have an excuse
to leave.
Efforts aimed more directly at the institution
received higher acceptance. A workshop taught by Mary
Quilling based on research by their assistant headmaster.
Lane, examined the grading patterns of the Ninth Grade
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Cluster. This resulted in individual teachers examining
and evaluating their own methods of evaluation and in some
instances dramatic changes in approach were reported.
A course in law, based on the case study method
was well received and Wolfman's investigation into the
sociology of English High School, quoted at length in
this dissertation, were also effective vehicles in focusing
on the institutional and administrative needs of the school.
The most important measure of success in this area
will be the completion of doctoral dissertations based
on the experience of English High School participants in
leadership roles at the school. Topics include the design
and impact of a teachers's center, the history of the Urban
Studies Center, the utilization of a business partnership,
the role of an administrator in charge of special programs
as a change agent, and, the impact of the Ninth Grade Cluster
Program in the school.
Evaluation and Research
All participants at English High School are engaged in
a process of examining, inventing or revising, imple-
menting, and assessing the effectiveness of what they
do at English High School. To do so effectively, all
need some skills and knowledge to evaluate what they
are doing and to read the related research of others
critically. Course offerings will be selected and
designed primarily to provide assistance and support
to candidates who are examining and writing about their
new teaching, curriculum, and program efforts at English
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High School. How does one judge the success or
failure, the effectiveness of a traditional or innova-
tive practice? How does one who cares deeply about
what he or she does also report on it without extreme
bias? How should questionnaires be constructed and
what does one do with the results? What are basic
ground rules for doing a case study? How does one
distinguish good research from bad? Courses will
address these questions. Few candidates have expressed
a desire to concentrate in this area, but many will
use it to support their area of concentration and
dissertation efforts.
Since Spring of 1976, Professor Quilling has offered
each emester, courses in research and evaluation which have
attracted many English High School faculty. These courses
include; "Overview of Educational Evaluation," "Seminar
in Education; Developing a Local Data Base for Curriculum
Decision Marking," and "Evaluation Through an Accreditation
Model."
Each course presented theoretical models of evalua-
tion and then applied them to various aspects of English
High School. Lyman reports.
Teachers at English High School rated the courses in
which they did institutional research very highly.
In the evaluation questionnaire, these courses were
most frequently cited as ones in which the theoreti-
cal aspects of the course could be used to solve
practical problems which the teachers were encounter-
ing in their work s ituat ions . ^
^
^^Ibid.
,
p. 6.
l^Lyman, "Evaluation Report," p. 17.
188
Institutional research was done in many areas. One
group undertook an ’’Evaluation of Ninth Grade Clusters”
which
. . .provided evidence that school/parent contact had
increased significantly and that inter-racial peer
contact had been qualitatively improved when compared
to the ninth graders of the previous year.l®
A study on the ’’Grading Patterns for Grade Nine Subjects
and Teachers Term One and Two” assessed the student evalua-
tions by teachers and provided useful information for the
school administration. A class did research on the guidance
needs of the school and presented their findings to the
headmaster who successfully utilized some of them in argu-
ments with central administration for the assignment of
two additional guidance personnel. Another course organized
information and developed an institutional report to be
prepared as a self evaluation and to be presented to the
New England Association of Secondary Schools and Colleges
which reviewed English High School in 1977.
Some of the studies completed in the 1976-1977
academic year at English High School include
Needs Analysis of the Guidance Department with the
goal of determining how well the college curriculum
students, the business curriculum students, and the
^
special needs students are being served; the Teachers
18 Ibid
.
,
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Role in the Guidance-
- Informat ion Giving Process at
High School j An Evaluation of the Career
Explorations Course for Bilingual Students; Prepara-
tion of Bilingual Career Information Manual; Development
of a Ninth Grade Math Resource Center; and Development
of a Career Explorations Curriculum for Urban Studies
Center
.
Many faculty and administration have participated
in one or more of the evaluation courses and there is
evidence to support the statement:
Through the course work offered by the University of
Massachusetts, Amherst, there is now a small, but
growing group of English High faculty who can conduct
needs assessments, administer surveys, and do educa-
tional research and evaluation. ^
Foundations of Urban Education
Every participant at English High School is involved
in an effort to make a major urban high school work
effectively. A vast body of literature in education,
sociology, history, philosophy, and economics exists
to help participants develop frames of reference, ways
of looking at and understanding English High School
from a broader perspective. Courses will be selected
which have a clear relationship to English High School,
to Boston and other urban centers, to alternatives
and to other areas of concentration offered at English
High School . 2
1
The focus of most of the course work offered through
the collaboration has been the organizational and institu-
tional life of the school and its urban setting. Atron
^^Ibid.
,
p. 16.
^®Ibid.
,
p. 30.
^^Clark, The UMass School of Education Graduate
Program with English High School, p. 6.
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Gentry, Barbara Love, Byrd Jones, and Kenneth Washington,
all members of the Center for Urban Education, had offered
courses in urban administration; multicultural educational
de s ign
,
instituti on a 1 racism; urban curricul um
,
development
and planning for urban schools. One of the goals of the
collaboration had been to increase the sensitivity of the
school staff to contemporary cultural pluralism and civil
rights issues including racism and sexism.
Several teachers in these programs remarked that
Barbara Love's course gave them a broader background
about many different cultures and provided them with
new resources to use in their teaching.
When students from different racial and ethnic
backgrounds were organized into smaller groupings, as in
the Ninth Grade Cluster Program, M.A.S.H., and the Urban
Studies Center, it was much easier to accomplish this
23 . .
stated goal. As has already been mentioned, the writing
workshop also increased student's sensitivity and awareness
to these issues.
The incidence of racial confrontation and violence
has been greatly reduced in the Ninth Grade Cluster Program
and is almost non-existant in Urban Studies and M.A.S.H.
^^Lyman, "Evaluation Report," p. 13.
23
Ibid.
,
p. 14.
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three alternatives have integrated components on
contemporary racism and multicultural awareness into their
curricula
.
Brunetta Wolfman’s course on the sociology of the
urban school resulted in a study of English High on admin-
istrative, organizational and sociological levels. Many
courses also focused on particular issues in the school.
The development of M.A.S.H. and Urban Studies, the creation
of multicultural curriculum, the assessment of the school's
need for additional alternatives, and, the guidance needs
of the school, are all examples.
A course taught by Clark in Spring, 1977, "Workshop
for Addressing Practical Problems," and other courses in
1977-1978, "Clinic for Solutions to Educational Problems,"
and "Workshop in Educat ion"allowedstudents to work on solu-
tions to problems existing in either the school, their
department, or program, or in their own classroom.
Other Outcomes and Effects
A number of outcomes and effects do not seem to
fit into any of the above categories but are of enough im-
portance and merit to mention here.
The development of mutual trust between the Univer-
sity and English High School has been quietly and firmly
established. An internal network of communication has
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been enhanced by the collaboration at the school through
course work and seminars where faculty meet to discuss
common problems. The role of the University here has been
as a catalytic agent in promoting interaction. Faculty
report that in some cases intellectual stimulation en-
couraged by participation in the collaboration has been
its own reward and has had a real benefit for their enthu-
siasm about teaching.
CHAPTER V
CONCLUSIONS AND QUESTIONS FOR FURTHER RESEARCH
The purpose of this dissertation, as stated in
chapter I, was to generate a set of criteria and con-
ditions which would describe the design and implementation
of a successful program of staff development for schools
and then to apply these criteria and conditions to an
already existing model, the University of Massachusetts
School of Education Graduate Degree Program with English
High School in Boston.
Chapter II reviewed various bodies of literature
ranging from anecdotal and individual program specific
reports of inservice and staff development to theoretical
studies outside the field of education which attempt to
explain the operation of large impersonal organizations
or the motovation of individuals within those structures.
The result of this review was the generation of a set
of characteristics and conditions which would describe
the successful design and implementation of a program
of staff development.
Chapter III reports the history and evolution of a
collaboration between the School of Education of the
University of Massachusetts and the Boston Public School
System which began in 1973 and covers the period since
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then until May of 1978. Information and data for this
chapter were gathered through archival research done in
Amherst and Boston, formal interviews with program de-
signers and participants, informal discussions with
members of the faculties of the English High School and
the University of Massachusetts, and the personal files
of the author who was a participant observer in the
collaboration since 1974.
While many people contributed their knowledge and
interpretation of the history of the collaboration to the
author, all responsibility for any misinterpretation or
bias is soley my own. These biases have been formed
through my close affiliation with the University of
Massachusetts during the planning and initial implementation
stages of the collaboration and were further established
during the last two years in which I operated as the on-
site coordinator of the project under the direction of
Assistant Dean Richard J. Clark Jr.
Chapter IV applies the characteristics and conditions
developed in Chapter II to the history and evolution of
the particular collaboration described in Chapter III.
This application reveals something not only about the
collaboration and its relative "successfulness ," but
also about the criteria themselves as an evaluative or
predictive instrument.
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The criteria are necessarily broad. They are
derived from numerous sources and studies and are, as a
result, only general conditions rather than specific
prescriptions. Some are painfully obvious and none are
particularly revolutionary or original. They are based
on what some may believe to be a rather naive assumption
that there is a chance for success in a collaboration
between a School of Education and a secondary public
urban school. Nevertheless, they do, in the author's
opinion, reflect the state of the art now existing in
circles which are designing and implementing programs
of staff development in schools and are in fact useful-
-
when looking at the result of applying them to a particular
program- -in determining areas not covered or implied.
The complexity and individuality of each staff de-
velopment program that attempts to use inservice education
as a means of institutional and organizational renewal
will alter the relative importance of each characteristic
and condition described in Chapter II. The application
of the criteria to the experience of the University of
Massachusetts and English High School suggests that
various principles of design and implementation may emerge
which make more sense in determining the chances of a
particular program for success.
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The initial abortive attempts at initiating the
graduate degree component of the collaboration increasingly
defined and sharpened the various desires and agendas
of the participants. The conscious evaluation and de-
finition of these agendas is of critical importance to
all parties involved in a program of staff development.
They must be open and admitted and a process not unlike
that of collective bargaining, developed to address each
element and provide satisfaction.
The degree granting power of a university is one of
its most effective instruments in this process and should
be utilized as much as possible in the bargaining sessions.
A well defined set of steps and expectations should be
established which both parties understand and accept as
the criteria for earning advanced degrees and certificates.
These may include changes in behavior for individuals or
in the structure of institutions in the case of partici-
pating client schools or the relaxation or waiver of
certain degree requirements and expectations defined in
traditional courses of graduate study for participating
universities.
The complexity and "fuzziness" of goals and direc-
tions described as a condition for successful implemen-
tation of a staff development program in this dissertation
is thus tempered and qualified by the above statements.
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The end product of the collaboration or the areas in
which it will eventually concentrate its efforts may
remain cloudy since they will develop through the mutual
experience of participant ion but the structure and process
of this participation should be obviously clear and defined.
After this initial bargaining and implementation
phase an explicit mechanism for determining the development-
al pulse of the various constituencies should be designed and
periodically implemented. This monitoring and evaluative
process would insure that both participating groups have a
clear understanding of the intentions and directions of the
other and would decrease the chances of confusion or mis-
understanding developing between the parties. Amendments
to the formulating process, whose necessity would be deter-
mined through this process, would be determined through the
same mutual procedure -described for the initial stages of
implementation
.
Enough energy must be generated from the various desires
and agendas of the various participants and institutions in
order to overcome any initial or developmental impediments to
implementation. This energy and enthusiasm could be generated
by conscious attention to the image as well as career and
professional needs of the participants. Satisfaction of
these needs for both the client school and faculty in the
university can be provided for in the design of the staff
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development program and might significantly increase its
chances of success.
The history of the collaboration between the University
of Massachusetts and Engilsh High School reveals the effects
the interplay of institutional dynamics can have on the design
and implementation of any process of change in schools.
The reality of this situation will exist in every program
between a client school and a participant university. The
internal dynamics of the university between the School of
Education, the Graduate School of the University, the
President's Office, and other groups would itself provide the
focus for many studies and evaluations and would perhaps
increase the importance of the attention designers must
assign to this area.
The characteristics and conditions for success defined
in Chapter II and some of the qualifications suggested in
the above paragraphs rarely speak of the importance of al-
truism or ideals in the design and implementation of staff
development programs. This is a result in part of my
prejudice against the literature which usually places un-
realistic emphasis on their pre- existance among secondary
and university faculties.
Secondary urban school faculties are quite different
from suburban elementary faculties in many respects. More
studies are needed in this area to determine which approaches
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are appropriate for each situation but for both schools and
the university, a small core of people who believe in the
importance of their efforts and who have an idealistic
vision of its chances for success and its efficacy in changing
existing practice is necessary. Without the idealists the
process of negotiating goals and aims becomes merely a debate
on educational technique and style characterized by issues
of mutual survival and self interest. The ability of this
core group to translate its ideals and vision into practical
structure which will attract wide spread participation and
satisfy the agendas of all parties involved, is of crucial
importance in the design and implementation phases.
A major weakness of the characteristics and conditions
defined in Chapter II is that they define the criteria of
success primarily in institutional terms. Their broadness
does not allow for the effects a program of staff develop-
ment may have on the behaviors, attitudes or perceptions of
individual participants yet at least in the initial stages
of implementation when structural and organizational changes
have not been established, it may be here where the most
striking examples of program success will be found.
In interviews, discussions, and questionnaires conducted
by the author, the project director and the project’s
evaluator a consistant theme is that collaboration has changed
the way people view their own teaching, present material.
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structure their classes, and relate to each other as pro-
fessionals. An important network, both social and profes-
sional has also been created which alters the manner in which
teachers relate to each other at the high school and with
the teaching faculty of the University. This network, many
report, makes them more conscious of themselves as teachers
and more willing to experiment with new approaches or materials.
The characteristics and cond itions for success do not
indicate the ultimate criteria of a successful staff develop-
ment program, whether that program has had a beneficial
effect on the quality of instruction and has improved the
atmosphere and conditions of instruction for students at
the school.
A basic assumption of the collaboration has been that
providing direct services to students is less effective in
the long run in improving the quality of education in any
given school than providing teachers with the knowledge and
skills to provide those services themselves. There have
been some immediate structural benefits to students in the
alternative programs who rate their experience in school as
much better than main stream students and support these
assumptions through higher attendance rates but the long
range benefits of the collaboration for students at English
High School are yet to be defined or determined. Improve-
ments in students writing, reading and mathematical com-
putation abilities have been reported and the techniques
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used to do this are gradually becoming inst itut i onal ized
in the curriculum. Only a summative evaluation will determine
the ultimate success of the program in this area.
One question which emerges from this dissertation is
whether it is in fact possible for an organization such as
a large urban secondary school to engage in a serious change
process or whether it will ultimately react with resistance
and attempt to enforce the status quo and its own comfort.
Should a school of education even become involved in a
school system that is so established and structured so
large and politically oriented, so resistant to outsiders
and parochial in view as many urban areas are?
The answer varies with the political and philosophical
orientation of the individual. A program which attempts to
radically alter the structure, attitudes, behaviors and
relationships of an urban school in a short period of time
given the political social and economic realities which
govern its existence, is doomed to failure. However, instit-
utions even the most static and seemingly immovable, are in
a constant process of change and evolution. Perhaps the
success of a program of staff development can be measured
by how fast, and in what direction, it effects that natural
tendancy
.
The implications and questions for further research
drawn out of this study are as broad and varied at the
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literature which defined the characteristics and conditions
presented in Chapter II. The criteria themselves need to
be sharpened and prioritized through application in a
number of different settings. Their validity and usefulness
as a predictive or evaluative insturment bears further
scrutiny and examination.
The question of the appropriateness of an on-site
degree granting program sponsored by a school of education
as a vehicle of staff development needs to be answered.
If the degree program is a valid vehicle what are the im-
plications for traditional definitions of graduate study
and how must those definitions be modified or waived?
What would be the new definition of academic standards,
success, quality control?
What are the implications of this and other studies of
staff development programs for the direction of state and
Federal policies and guidelines for funding? Slowly some of
these are becoming answered. Teacher Corps has extended the
time period for funding of projects from one to three years
but is even three years too short? Perhaps a five or ten
year period would be more realistic, and a better investment
of tax dollars.
There are many other areas which need to be researched
and the attempts to answer questions raised in the process
will ultimately lead to some solutions and in all probability,
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more questions,
directed to them
end the ultimate
Yet the increased attention and study
can only be justified if they have as their
improvement of instruction and learning
in the nation's classrooms and schools.
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PREFACE
February, 1976
To Faculty and Staff at English High School;
This booklet describes one product of our work
together since last summer. It attempts to
describe our graduate program with you in terms
specific enough to provide clarity, yet open
enough to be shaped furtlier as we continue to
collaborate.
I particularly hope that some of you who are
j'iC^ uOW p u j. V. X k- J. p a L i 1 i ^ UiCll US Will l^CUU CAC
booklet and consider whether or not some
aspects of the program might be of value to
you professionally, and in your work with
students at English High School. The door
remains open.
Sincerely,
Dick Clark
Assistant Dean and
Program Director
THE UNIVERSITY OF MASSACHUSETTS SCHOOL OF EDUCATION
GRADUATE PROGRAM WITH ENGLISH HIGH SCHOOL IN BOSTON:
January 1976 — January 1979
U M E H S
The University of Massachusetts and English High School have mutually agreed
to a three year partnership from January, 1976 through January, 1979 in which the
University will offer graduate level courses and degree opportunities for staff
at English High School.
English High is designated as a city-wide magnet school. The faculty and
andministration at English are committed to the development of a range of
programs for students as their way of becoming, in fact, a magnet school. The
commitment reflects a recognition of the need to identify and use indiviUuar
strengths in faculty and programs to meet individual differences, preferences,
and needs of students and their parents. To accomplish its goals, the faculty and
administration at English must engage in a rethinking and redesign of teaching,
curriculum, administration, staffing, and the process of schooling for inner
city high school students in the- 1980*s.
The School of Education of the University of Massachusetts is committed to
developing and implementing off campus, degree-oriented staff development p:‘ograms
which address both institutional and individual participants’ needs and which
snow promise of improving education for the learners in the institution. Ihe
faculty of the School of Education has voted overv/helmingly to give priority to
inscrvice programs which arc oriented toward increasing opportunities for
individual
and groups who have not had equal opportunity, which are located in
Massachusetts,
which provide options for students and faculty, and which seek to develop
alter-
tia.-.vc ec'ucatlonal structures. In addition, the School h.ns
consistently tnaintnlned
that graduate level work in education is and should be, lor many,
professional
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preparation for work in schools, where theoretical study is concurrently applied
In real settings.
The basic premise behind the University-English High partnership is that
each institution can fulfill its role and meet its goals more effectively through
working together rather than separately. The intellectual challenge of rethinking
and changing a school can be better met when thoughtful external perspectives
become a fundamental part of the deliberations. And for University faculty and
the School of Education, English High School presents a unique opportunity to
apply their talents and energies to an effort which is strikingly consistent
with their own judgments about what is important and where finite resources
might be most productively conmiitted.
Collaboration in all matters is intended and desired within the University of
Massachusetts-Engiish High School partnership. Yet, responsibilities and authority
differ significantly between the two institutions. All aspects of High School
operation and policy are unequivocally the primary business of the Boston Public
Schools and the English High School faculty and administration. The University
may influence. I'lhile the partnership is cemented by each party's willingness to
be influenced by the other, so is it strengthened by a coimnon recognition of
the differences in authority and responsibilities.
The remainder of this booklet describes the University’s Graduate Program
offered at English High School.
AREAS OF CONCENTRATION' AND OFFERINGS AT r.NGI.TSH HIGH SOICWL
English High is an urban school engaged in a significant change effort.
It intends to design and implement new programs and new curricula, expanding
options for students. It perceives, and intends to make greater use of, the city
as a resource. It is committed to a reexamination of curriculum, staffing, and
organization, to see how it can better serve English High School students.
Discussions of the English High School sumiacr planning group, other English High
School faculty and staff, and the English High School Policy Advisory Group at
Amherst led, during the Fall, to the identification of competency areas perceived
as critical if alternative programs and offerings were to be developed. These
competency areas were categorized, and tlie number of categories was reduced
based on value judgineuvs made regarding unicii eaieguiica ucjc mOit crucial
supporting the objectives of English High School. The categories initially and
tentatively identified were; Curriculum and Instruction; Leadership, Management,
and Change; Evaluation and Research; and Foundations for Urban Education.
Concurrently, during the 1975 fail semester, participants at English High
School enrolled in program planning seminars designed to help prospective degree
candidates clarify and indicate the areas in which they wished to pursue grac.uate
study. Results from informal questionnaires, tentative programs of study, and
judgments of the four University faculty members involved in the seminars were
considered in relation to the categories identified above. This resulted in
the separation of the areas of Curriculum and Instruction into two categories,
it affirmed a high degree of congruence between individual and institutional
goals; and it reinforced the idea that the program should provide
substantial
concentration in a limited number of iiaportant areas of broad interest.
Finally, the English High School Policy Advisory Croup at Amherst,
and other
University faculty, grappled with issues of human resource availability
fi m
Amherst and the offerings and requirements ncccs.sary to insure the
academic
integrity of the off campus degree program at English High School. Recommendations
regarding advising, requirements, specific offerings, the level of those offerings,
and the academic organitation of the project were made and are reflected in the
following pages.
The areas of concentration identified in the following section define the
basis of the graduate program at English High School. The areas are designed to:
(1) provide knowledge and skills which can enhance participants' abilities
to carry out the goals of English High School
(2) reflect the expressed interests and desires of the participants at English
High School
(3) encompass sufficient breadth and depth to provide a solid basis for graduate
study at dll lev'cl.s.
Areas of Concentration
Five areas of concentration will be offered by University of Massachusetts
faculty members at English High School. Each semester, at English High School,
at least one course v.’ill be offered in each area. The areas of concentration are:
. I CURPvlCULilM \
Virtually all participants at English High School are involved with the
evaluation, devolopTTicnt and implementation of curriculum. Alternative programs
represent major curriculum development efforts. More traditional curricula are
being examined and revised to meet student needs and interests. Courses offered
will he designed to give candidates both theoretical and practical perspectives
on these processes. Most courses will cross disciplinary lines. However, where
a concentration of participants want to ex'plorc trends in particular subject
areas, these, too, w’i 1 1 be offered. Courses will support English High School
teachers' e. forts to analyze, write, implement, and evaluate curriculum at the
School. Courses will also help participants at English High School to n ',
and to use as appropriate, the efforts and products of others across the country.
rTRAOlING AND liARNlNCl
All participants at English High School, including counselors and adminis-
trators, interact with English High School students in a teaching capacity on a
daily basis. Much of the coursework in this concentration will start from a
base of looking at the realities of teaching at English High School. Courses
will encourage teachers, courjselors, and administrators to look at themselves,
understand their own behavior and teaching styles, and how these work and don’t
work with different learners at English High School. Workshops in which partici-
pants can explore and expand their own repertoires of skills, and microteaching
clinics will be offered. Supervision will be studied and conducted with
colleagues. Particular attention will be given to the challenges presented by
the wide range of cultural backgrouuub fruni wliit-li Liiglis’n High School students
come
.
[TeADERSHIP and ADMINISTRATION |
In addition to participants in ’’main-office” administrative positions at
English High School, a significant number of candidates are in positions which
require sophisticated leadership, and management skills and insights. Directors
of alternatives and special programs, and department chairpersons are among
these. Courses offered in this area will relate closely to real administra lI </e
challenges and issues at English High School now. Course topics will include
urban and secondary school administration, urban community relations, organiza-
tional and staff development, su]icrvision, legal issues and constraints,
decision-
making procedures, and political issues in school administration. Theories
and
strategies for initiating and managing change will also be addressed.
I
iTvaTuATION and P~l-:SEAROn
All participants at English High School are engaged in a
process of examining,
inventing or revising, implementing, and assessing the
effectiveness of wh .t they
do at English High School. To do so effectively, all need
some skills <md knowledge
to evaluate what they are doing and to read the related research of others
critically. Course offerings will be selected and designed primarily to
provide assistance and support to candidates who are examining and writing
about their new teaching, curriculum, and program efforts at English High School.
How does one judge the success or failure, the effectiveness or ineffectiveness
of a traditional or innovative practice? How does one who cares deeply about
what he or she does also report on it without extreme bias? How should question-
naires be constructed, and what does one do with the results? What are basic
ground rules for doing a case study? How does one distinguish good research
from bad? Courses will address these questions. Few candidates have expressed
a desire to concentrate in this area, but many will use it to support their
area of coiicejitiatxon anJ uii>sertat ion effovts.
fFOUNDATIONS FOR UR3/\N EDUCATIOtn
Every participant at English High School is involved in an effort to make
a major urban high school work effectively. A vast body of literature in
education, sociology, history, philosophy, and economics exists to help
participants develop frames of reference, ways of looking at and understanding
English High School from a broader perspective. Courses will be selected
which liave a clear relstionship to English High School, to Boston and othei
urban centers, to alternatives, and to other areas of concentration offered
at English High School.
Course Offerings
Each semester, at least one course will be offered in each area of
concen-
tration. Over the three-year period of the program, sufficient courses
will be
offered at an advanced (700+) level to enable M.Ed. and C.A.G.S.
candidates to
meet University requirements. Specific course offerings will
be announced for
each semester prior to preregistration for that semester. Offerings
will be
determined on the basis of participants' programs of study, University
faculty
advisors' recommendations, and faculty availability.
Scheduling: Courses will be sd\eduled on Tuesday, Wednesday, and Thursday
afternoons from 2:00-4:30 p.m. at English High School. WTien more than one course
is offered during a semester in one area of concentration, every effort will be
made to schedule them on different days. The school system's vacation calendar
will be used.
Participation: All faculty and staff at English High School who are degree
candidates or_ who are accepted as non-degree candidates are eligible to enroll
in courses, except as limited by any individual course prerequisites. Where
enrollment is limited, first priority will go to degree candidates at English
High School. Courses will also be open to graduate students from the Amherst
campus, just as Amherst campus courses are open to graduate students at English
High School.
Course planning: University faculty will be encouraged to visit at English
High School, to interact with English High School participants, and to consider
appropriate course adaptations prior to offering a course there. University
faculty teaching at English will also meet together periodically to discuss
their English High School courses, to identify participants' needs which are
and are not being met, and to plan future courses to be taught at English High
School
.
DEGREE REQUIREMENTS
The graduate program at English High School operates consistent with
University and School of Education policies. All students are urged to read
the Graduate Bulletin and the School of Education Graduate Handbook for detailed
information. The following is excerpted from these documents and clarified
specifically in relation to the English High School partnership.
All Degree Candidates
Because the graduate program at English High School is designed to assist
and encourage participants to make changes at English High School, candidates
for any degree will be expected to meet the following requirement:
Each degree candidate at English High School must submit evidence that
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evaluated one innovative program or practice desigi'\ed to improve education fo
r
students at English High School
.
(Note: Tlus may be met either individually
or with a team of participants, but in either case individual statements will
be required prior to the awarding of a degree. Evidence may be a dissertation,
major paper, or other significant documentation.)
Doctor of Education Degree
Within the framework of Graduate School regulations, each student plans his
own doctoral program with the advice of and subject to the approval of a Guidance
Committee. Students are expected to spend at least two consecutive semesters
under direct supervision of their committees^ participate in conceptual or
quantitative research efforts, engage in teaching and/or some form of field
experience, become familiar with contemporary problems in education, and take
a comprehensive examination prior to writing a dissertation. Also, doctoral
stude .ts must register for 18 dissertation credits, though no more than nine
^(Scc footnote on following page)
(9) can be taken in one semester. Doctoral forms 1-10 CAppendix I) describe in
more detail the specific steps and sequence in the doctoral program.
Doctoral candidates may take a maximum of three (5) credits of independent
study during any semester. Doctoral candidates may register for six (6)
credits in addition to dissertation credit when they arc working on dissertations.
Master of Education Degree
The Master of Education degree is offered for prospective elementary
teachers, for professional improvement of elementary and secondary teachers,
and for the training of educational specialists in any of the areas of
concentration.
M.Ed. candidates must complete a 33 credit program which has been approved
by their faculty advisor. Eig'nceeu (io) uf la cbt: cicuicS iiiUSi. i;C gra.aCu,
(12) must be above the 700-7000 number series, and a minimam of 21 credits must
be taken through the School of Education.
M.Ed. candidates in the English High School program, to insure depth and
For more than a decade, the Graduate Scliool has maintained a ycar-in-Amiierst
residency requirement for doctoral candidates. We have requested that English
High School be considered as part of the Amherst campus, or that the req\:i rement
be broadened or waived for the English High School partnership. The Graduate
Council of the University at its meeting December 1, 1975, moved and passed by
a 7-yes, 1-no, 5-abstain vote "that the Graduate Council advise the Graduate
Dean to interpret the Boston English High School project... to satisfy tlio
residence requirement." The Acting Graduate Dean, as of this writing, has not
accepted this advice but has expressed a willingness to consider waivers from
individual students, and to grant them "on the basis of particular facts about
their individual situations-- facts concerning, inter alia , educational back-
ground, doctoral study to date, dissertation research project, and career
objective." (February 9, 1976 memo). The Program Director will continue to
seek implementation of the Graduate Council's advice. If, in a year, individual
petitions are still required, the Director and each doctoral candidate'*' advisor
will assist each candidate in petitioning for and receiving a waiver.
breadth in their programs, will take
(^) a minimum of 4 courses in a single area of concentration
(b) at least one course from each of 3 other areas of concentration (Note;
Independent Study will not satisfy these requirements. Transfer credit
may, at the discretion of the Director.)
M.Ed. students may transfer a total of six (6) credits taken as a University
of Massachusetts non-degree student to be used tow.ards their degrees. A total
of twelve (12) credits may be transferred from another university if no courses
were taken as a non-degree student. A student may combine credits from outside
his/her program, (for example, six (6) non-degree plus six (6) from another
university would equal the twelve (12)) as long as the total credits does not
exceed twelve (12). fne transfer of credit requires a memo from the Program
Director to the Associate Dean of Graduate Affairs of the School of Education.
TTie credits transferred must have a grade of B or better, though they do not
count towards the graded or above 700/7000 level requirement. Masters students
must file a program of study approved by their advisor prior to submitting
"Eligibility for a Master’s Degree" forms. (Appendix II)
C.A.G.S.
Programs leading to a Certification of Advanced Graduate Study, are designed
for those persons who seek post-master's degree work in any areas of concentration.
These require a minimum of 30 credit hours beyond the master's degree (the
master's degree must not be more than 10 years old.) All 30 credits must be
taken from the University of Massachusetts within a four-year period, and at least
fifteen credits must be taken in the School of Education. Of all the course work
leading to the Certificate, at least 18 credits must be above the 700/7000 level.
C.A.G.S. candidates in the Fmglish High School program, to insure depth and
breadth in their programs, will take
(a) a minimum of 4 courses in a single area of concentration
(b) at least one course from each of 3 other areas of concentration (Note:
Independent Study will not satisfy tl\ese requirements. Transfer credit
jnay, at the discretion of the Director.)
C.A.G.S. students must file a program of study approved by their advisor
prior to submitting the "Eligibility for a Master’s Degree" forms, which is
also used for C.A.G.S. eligibility. (Appendix IT)
ADVISING
The advising process at English differs significantly between M.Ed. and
C.A.G.S. candidates on the one hand, and Ed.D. candidates on the other.
M.Ed. and C.A.G.S. Candidates
Effective immediately and for the duration of the program, the major
advisor for all M.Ed. and C.A.G.S. candidates is the Program Director.
It is the responsibility of each M.Ed. and C.A.G.S. student to:
(1) notify the Program Director in writing, during their first semester
as degree students
,
of the area of concentration in which they plan to
take at least 4 courses; and any credit taken elsewlierc or as a non-
degree student which they propose to apply to their English High School
program of study. (Note: the above can be done in a uiier i.njii.u.}
(2) read, know, and meet the particular requirements of the degree being
pursued. (Note: Masters students should request of their instructors
a letter grade rather than pass/fail in 6 education courses.
Requirements stipulate a minimum of 18 letter graded credits, and
except for masters students, all School of Education courses are
pass/fai 1.
)
(3) submit an ’’Eligibility for a Master's Degree” form to the Program
Director at the beginning of the last semester of degree work.
It is the res-ponsibility of the program director to:
(1) review, and respond if there arc problems, to the memo
described in
step 1 above.
(2) review, and respond if there arc problems, to
the ’’Eligibility for
a Master's Degree'' form described in step 3 above.
Ed.D. Cmdidates
Advising at the doctoral level is a central and crucial
process. The major
advisor is a fundamental resource, central to each candidate's learning experience,
and the advisor-candidate relationship is intensive. V.'hile each participant
admitted to degree work is assigned an initial advisor, a graduate faculty
member from the University, there is no assumption that this initial assignment
is ideal in any long term sense. Thus, the primary responsibility of the initial
advisor is to work with the candidate to identify and make contact with a
potential permanent advisor, a graduate faculty member with primary interest in
the area which the candidate wishes to pursue. Candidates may be required to
go to the Amherst campus to meet with potential advisors, and they may need
to meet with their permanent advisor at Amherst periodically.
Doctoral Committees: hlien a candidate has a permanent advisor, the
candidate may take the initiative to seek and find additional members for his
or her guidance, comprehensive exam, or dissertation committee. However,
recognizing the difficulities which students sometimes encounter in this process,
the student may request that the English High School Graduate Faculty Committee
identify and assign additional members as needed. This option is available at
the candidate's discretion.
Non-Degree Candidates
Non-degree candidates are not assigned a University faculty advisor.
Ann Harris will be available to provide information regarding courses,
registration, and application procedures.
ADMISSION, PROGRAM DURATION, TARGET DATHS
Admission
The School of Education will recommend to the Graduate School the admission
of any faculty member or administrator at English High School who submits
completed application materials by the application deadlines announced by the
Graduate School. Applications should be marked "BOSEHS". Necessary materials
include two copies of one’s undergraduate transcripts, at least tv;o letters of
reference, and official verbal and quantitative GRH scores received within
the past five years.
Determination of degree status vrill be made by the Director and a faculty
advisory group. The major criterion is: what degree or certificate can the
candidate reasonably expect to earn, given his or her academic background, and
given his or her job at English, within the six semester program at English High
School? In general, the following apply:
-Persons with bachelor's degrees but without a masters degree will be
recommended for M.Ed. status.
-Persons with a masters degree and less than fifteen additional credits
of graduate level work in a concentration will be recommended for C.A.G.S.
status.
-Persons with two masters degrees and persons with a masters degree and
at least fifteen additional credits of graduate work in a concentration
will be recommended for Ed.D. status.
All faculty and staff at English, whether degree candidates or not,
are
eligible and encouraged to take courses offered there . Those not enrolled
in
a degree program should file, each year, a non-degree student
application
(Appendix III) to get on the graduate school list and to be able to
receive
credit for courses taken.
Degree applications have been received in October, 1975, for January, 1976
admission. They will also be received in February, 1976, for September, 1976
admission. For staff who will have completed at least 6 credits of work in the
program by December, 1976, there will be a final program admission period in the
fall, with applications due in October, 1976, for January, 1977 admission. After
this date, no further admissions to degree candidacy will be recommended because
there will be insufficient time available for candidates to complete necessary
requirements.
Program Duration
In addition to the fall, 1975 semester, the program will run for six academic
semesters; Spring, 1976 through Fall, 1978, at English High School. No comniitment
is made to offering summer courses at English, but some may be arranged.
Participants are encouraged to take summer courses at /unherst, but this is not
a requirement of the program.
Target Dates
M.Ed. and C.A.G.S. students should plan their course loads to insure that
they complete requirements by December, 1978, taking no more than 6 credits in
any single semester.
Doctoral candidates are advised to establish their guidance committees
and to file Form 2 during their first semester- as degree candidates. As
part
of Form 2, it is recommended that a calendar be included, with target
dates
for accomplishing all steps in the doctoral program.
Finishing Early
The English High School program is a team as well as an
individual effort.
A significant purpose is to make positive changes at English
High School, and
this takes time. Thus, participants will not bo recommended
for degrees prior
to the 1977-78 academic year.
TUITION, FEES AND WAIVERS
Tuition
All students pay tuition at the following rates: Residents of Massachusetts-
$22.50 per credit hour up to $225.00 per semester; non-residents- $45.00 per
credit hour up to $450.00 per semester. In order to register as a Massachusetts
resident, a student must have on file in the Bxirsar's Office at the University
before the first day of classes, a Certificate of Residence properly authenticated
by a notary public. Residents of other New England states may pay the in-state
tuition rate under the New England Regional Student Program, but only if admitted
to a degree program at this University that is not available at their home state
university graduate school.
Fees
Graduate students enrolled for five or more credit hours are assessed
approximately $90.00 per semester. Each semester students participating in the
English High School program full-time will receive a reduction in fees.
Individuals need not make application for the fee reduction. This will be
handled by University of Massachusetts program staff.
Graduate students enrolled for fewer than five credit hours are assessed
approximately $30.00 per semester and are not eligible for fee reduction.
Tuition and fees are subject to change and may be changed without prior
notice.
Program Fee
Graduate students should be sure to register for courses each semester.
Any degree students not registered for courses must pay a $50.00 Program Fee
each semester to retain their status as degree candidates.
Tuition Waivers
Any graduate .student who supervises a University of Massachusetts
student
teacher is eligible for a tuition waiver which provides tuition and fees
for
one three credit course. This tuition waiver is valid only for two academic
semesters and one summer session beginning w.itlv the semester immediately following
the one in which the student teacher was actually supervised.
Vietnam Veterans
Tuition may be waived for any Vietnam Veteran as defined in the General
Laws, whose service was credited to the Commonwealth. Any veteran eligible
for this waiver is advised to contact the Veteran’s Office either at the
University of Massachusetts in Amherst or Boston.
WHERE TO GET ASSISTANCE
IF YOU NEED TO SEE SOMEONE COMING FROM AMHERST, make appointments through
Phil Stec. If people at Amherst need to see you, they will also look to
Phil to arrange appointments. Phil will know people's schedules, and will
get people together. He is on site at English High School, based in Room 610.
IF YOU NEED INFORMATION ABOUT YOUR STATUS, BILLS, CREDITS, PROCEDURES...
see Phil Stec, who will be on site at English High School,
IF YOU WANT ASSISTANCE IN DEVELOPING ALTERNATIVE PROGRAMS, contact Phil Stec who
advises the Director on courses and people needed to help support your
efforts.
IF YOU WANT UNIVERSITY OF MASSACHUSETTS STUDENT TEACHERS, see Phil Stec who
cannot guarantee but will try.
IF YOU WANT ACADEMIC ADVICE, see your University of Massachusetts faculty advisor,
and feel free to get perspectives from any University of Massachusetts
faculty member or staff person who is at English. Phil Stec will
make appointments for you at Amherst.
APPENDIX B
INTERIM EV/iLUATION REPORT
Tiie follovinc docrjnent io the Interim Eveulation Report of the 1976
Pairing of Englioh High School and the Univorcity of MaDBachucette at
Amherst funded under Chapter 636. The authors of this formativo evaluation
have attempted to gather as much information about objective achievement
as possible. The cval\ie.tion tal:es each objective ao defined in the imple-
mentation matrices and describes advances made to\?ard achic'/ing it in four
veysJ (1) Implenientation accomplished: (2) Implementation in Progress:
(3) Strengths of implementation, and; (4) Weaknesses of implementation,
A series of recommendations is also listed for each objective,
Thio docujnent is viev;ed by its authors as more of an attempt to gather
useful information for the. final evaulation than as a formalized evaluation
in itself. Where appropriate, . the authors have combined two objectives which
seemed similar or had a core objective in common.
opinion and aro listed for the benefit of future proposal vrriter
Submitted March, 1977
Pairing Coordinator
Philip 0. Stec
Flexible Campus Director
James Buckley
/
Coordinator
Margaret F. LoGendro
Ob.iGctivo
To modify the curriculum of cxioting altemotivo progrnmo. To extend
and roBhapo the curriculum of MASH and the Urban Studioo* Center to provide
more academic and job related experience.
Implementation Accomnliahed
Summer 1976 - Through a Beries of summer workchops, three Ul-lass Faculty
(barl Seidman, Philip DeTui'k and Atron Gentry) were assigned to uork
opecifically with the alternatives in curriculum redesign and evaluation.
The following courses have also have offered at EHS in Ullans faculty:
Prof. Harvey Scribner - "Dovelopment of Alternatives Programs at EHS"
Prof. Atron Gentry - "Curriculum Development for EHS Program Urban
Studies"
Prof. Richard Clark - "Workshop for Addressing Practical Problems"
The following people have served as consultants to the MASH and Urban
Studies Programs:
James Buckley and Margaret LeGendre (
at English High School)
Philip Stec - UMass/EHS Coordinator
Richard J. Clark - Project Director
Jerry ipka - Curriculum Specialist
Lynne 14iller - Alternative Education
Barbara Love - Ins titutionol Racivsra
Peter Wagschell - Enviroiunental Education
Studento from liASH have visited the University to speak with guidance people in
the School of Health.
Implementation in Process
(1) is currently undergoing serious self study and is redesigning
curriculum for next year.
( 2 ) The Urban Studies Center - through the addition of a
teacher has been able to increase the number of curriculum offering
0) The program coordinator is currently identifying consultants for the
rest of the semester.
.
(4) The project director is recruiting faculty to offer courses aimed
specifically tb issues in alternatives education.
Strengths/Successes
1, Urban Studies seems established and definite support mechanism have
boon committed.
2. Cooperation between the tdtemativeo the Flexible Campus office,
end
the University has increased.
3* Courses and consultants have met with some ouccoso.
4, Individual teachers in the altornativos ore developing
the skills
necessary to rationalize, design, implement and evaluate
curriculum.
In Proceo8 (thio nemcBter)
1* In-Dcrvice couroeB
a. Prof, Judy Gourley
-"Teaching Reading Tlirough the Curriculum"
b. Prof, Barbara Love
-"Raciam V/orkshop"
c. Prof, Byrd Jones- "Planning for Urban Schools"
d. Prof, Kary Quilling - "Developing a Local Data Baoe for
Curriculum Decision Making"
2,
Visitations to be made:
a, Barnstable High School
b, Ithaca Program Brockton, Mass.
c, Others (to be dated)
3* Development of alternative resource center concept.
4« Development of new ^ternatives for 1977-78 academic school year.
Strenf-rbh/Successes
1. Increased communication between University and EHS by means
•
. of in-service courses and short torm workshops and consultations.
2. Ext
3. Development of a concept for an alternative resource center.
4* Expansion of knowledge of alternative by means of in-service
courses workshop, and consultation.
Veaknesses
1, Method of internalization of process of educational options
. is not currently available.
Recommendations
1, Development of Alternative Resource Center to encourage the
establishment of supportive relationships such as teacher to
teacher etc. through a wide range of support Gein,’icos in-^
eluding: An alternative rcsoui'ce library, data bank, mini
workshops, mini-grants, staff to staff retraining, student,
parent, university and business consulting.
2, Expansion of in-service workshop programs.
A counselor or off campus supervisor should be assigned to the
Flexible Campus Office to provide direct student soi-vico thus
allowing flexible campus coordinator to devote full time to
otoff development and Magnot School development.
3, Increase number of visitations to other sites,
4, Dovolopo a number of intordisciplinary courses.
i
II
VeaknesnoB in Implementation
1 * Too little attention hao been paid to the experience related coaponont
of ctudonta in liASH. The aupervioion of those on placement ia in-
adequate,
2, Faculty Support for altomativeo/options needs to be increased.
Recommendations
1 , liftSH should redesign its curriculum and determine a new focus in the
Health related field,
2, More personnel should bo committed to MASH to ensure that supervision
is adequate,
3* Urban Studies might consider defining a different area of focus to
unite the curriculum.
4* The process by which alternatives and options ore intjxjduced into
English High should be streamlined and a more supportive and defined
vehicle should be established.
Pb.jectivo;
clarify oupport mechaniomo to onouro thecontinuation of tho development of alternativeo.
Iqplcmontation
,
AccoTOlip
^
ed= The folloviPB coaraee or vorkahopo have been offeredby Ul'lacs faculty at EHS dui'ing the fall eemeoter of 1976:
Profeesor Harvey Scribner - "Development of Alternative Pror^rams
.r,7
^o^^ered during Fall '75 but moot work conplotcd duringfall '76 oemester)
Professor Kenneth Washington
-"Development of Hocnitality/luduBtry
/Related Alternative Progi^ara at EHS" (offered dui'lng Spring '76
but most work completed during Fall '76 Bemestcr)
Professor Barbara Love - "Development of Multicultural Educational
Designs for Urban Classrooms".
Professor Atron Gentry
-"Cui'riculum Development for EHS Prof-ram
Urban Studies"
Professors Charles Moran and James Skerrett -'".Writing V/orkshops"-
In Januai'y a week long workshop was offered for English teachers
in the Ninth Grade Cluster Concept. This met with a great deal of
success.
PrOi^eesor Richard' Clark - Through a series of Independent Study
projects, a number of EHS faculty involved in alternative and
traditional classrooms have persued areas of special interest iu
alternative education.
Development of "/alternative Resource Center" concept for next year.
UMass Faculty, Staff, and Consultants - In the summer 1976 planning period
the personnel of Urban Studies, l-tlSH, and a group of teachers designated to
doEagned the ninth grade cluster concept met to ro-evaluate and establish direction
for the growth of alternatives at EHS,
UMass Student Teachers placed in alternative programs - A new teacher
education program - Boston English Preservice Program Alternative - was established
in Fall 1976. Six student teachers were placed at EHS, four of them in the
alternative progrrjns.
Visits to otlier alternative programs in Bosten and other cities have been
accomplished. The following sites have been visited by Ul'Iass and EHS, faculty
and staff:
1 , South High School in Worcester - To see in operation a Teacher Corps
project,
2* Home Base
3. The Alternative Learning Group in Naur.et
4 , Tlio National Alternative School Program based at tho University
of Mass.
5. South Boston Hich School
6* Charlestown High School
7. Madison Pork High School
8. West Roxbury High School
9« Institute for Teaching and Learning
Other Matorial/Personal Resources Omitted to EHS by UMass and/or 636 Funds:
1 * Formation of a small resource center for teachers at EHS,
2* Each alternative, under 636, has been provided vrith a budget for
materials which has been utilized.
A full time on-cite coordinator has been hired who acts in port, as
a resource to alternative programs.
Implementation j.n Process:
The following courses or workshops are currently being offered at EHS:
r* ^ v*.Vsr» T rN-sv-rt IH.T A 'V-* r-. ^ ^>-1 ovt T
Professor Mary Quilling -"Seminar in Education" -Developing a LocalData
Base for Curriculum Decision Making"
Professor Byrd Jones - "Planning for Urban Schools"
Professor Richard Clark - "Workshop for Addressing Practical Problems"
Professor Peter V/agschall and Staff - Consultancy for Ninth Grade Cluster
Concept aimed at developing a Environmental or Future Studies emphasis in
• two of the five clusters.
.
Professor Lynne Miller - Consultancy for the IdASH program in redesigning
its curriculum.
Jerry Lipka — Outside consultant for cEireor av;amess in MASH program.
UMass Student Teachers placed in alternative programs - twelve student teachers
are currently enrolled in the BEPPA program. Nine of these are either entirely
or partly, involve in the alternatives. All are places at EHS,
The following visitations to other alternative programs in Boston and other
cities are planned for this semester.
1 , District Nine Resource Center
2. South Boston High School
, f
3. Thompson School
4, Other alternative programs and schools i
Objective: Aeoess, modify and extend other curricula at'EIIS,
Already Implemented
This objective hao been ouccessfully mot by the followinK
activities.
a) In-service courses taught by U. of Hass Facutly;
1. Profo John Berwald - "Methods in Advanced French"
2. Prof. Barbara Love - "Development of Multicultural
Educational Designs for : Urban
Classrooms"
3. Prof, Atron Gentry - "Curriculum Development for EIIS
Program Urban Studies:
4* Prof. Earl Seidraon - "Seminar V/orkshop in Improving
Instruction"
5* Profs. Charles Horan
-"Writing Workshops"
Prof, Charles Skorrett-
b) By consultation vdth U, of Ifeos. Faculty in the areas of;
1. Alternative Curriculum Development - Prof. Lynne Haller
2. Future Studies/Environraental Education - Prof. Peter V/agschell
3* Heeds Analysis of Guidance Processes - Prof. Mary Quilling
4. nutrition and Looming- Prof. Don Streets & Staff
c) Visitations to other sites by the:
1. U, of Mass Coordinator
2. Flexiblo Campus Coordinator
3. Tri - University Coordinator
4* Project Director
5. Headmaster and Asst. Headmaster of ERS
d) Ongoing curriculum revitatization program under auspices of
committee of English High.
©) Recognition of need for institutionalization of educational
options.
Stronpthn Or Succennen In Accompli nhinR Thin Obicctive
Many of tho courses and workshops have been well received at ElIS.
There is in evidence a growing network of rclationsliipo developing be-
tween people and programs at EHS, and those at the University. Support
has been institutionalized through an on-site coordinator and tho formation
at the university of new forms of support like a preservice teacher education
program aimed entirely at EHS placements. Richard Clark, the program director,
spends at least one day a week on site-as does his secretary. Many people not
indicated in the report have been helpful in offering assistance. EHS faculty
ore now aware of processes and personnel which con be of assistance in alternative
program development.
Tho development-through the coordinators of Flexible Campus at EHS and
Ul*IaBB staff, of a Alternative Resource Center is now underway and has promise
of becoming a vehicle by which increases communiction about alternative pro-
gram development maybe achievedi’"
An Advisory Board composed of Ul^ass and EHS faculty/staff has been re-
cently established. This group is charged, in part, with the development
and encoui'agcment of alternative program growth.
The “Flexible Flyer" has been established as a vehicle for communication
about alternative development and the ARC-Altemative Resoui'co Center,
Veaknosscs of Implementation -
To little attention has been paid to the existing altematives or the
formation of new ones. Evaluation of success/failure in the altematives is
epotty but promises to become more steamlined with the hiring of an evaluator.
Communication of ideas and materials about alternative development to the
faculty sliould be increased. ARC should be implemented before the Fall 1977
term begins.
Support services in providing materials has been unsuccessful.
Recommendationo *'
1 , Implement ARC
2, Stonmline matorial/oupport mechanism •
3, Moro information on alternative design and implementation
should-
bo made available to moro faculty.
Objective: To increase the numbere of recourcca; technical assiotanco
personnel; identification and recruitment of community, to
provide technical assistance and volunteer support; develop
additional learninf^ resources for EHS students* and teachers.
To identify and develop new resources for community pni’tici-
pation in EHS academic procram. To increase the number and
diversity of adults, includinn student teachers, interns
end volunteers working at EHS and having contact with EHS
students
Implementation Accomplished
(1) A student teacher/intern program has been established at
the university designed specifically to meet the needs of
English High School. Six student teachers were placed at
• English first semester. Twelve are currently placed there.
(2) A full time on-site co-ordinator has been hired whose duties
in part include oversight for student teachers and interns.
(3) Bridges have been established between Ul'Iass/EHS and other
institutions who place student teachers or interns.
Implementation' in Process
( 1 ) In addition to the twelve student teachers there are
currently two interns working at the high school.
a-budgetary internship
fj c-intemship in school discipline/student rights.
(2) Recmiitraent of student teachers/interns for next year is
occuring. Interns for next year include people interested
in Guidance, Huinan Service, and Health Education.
(3)
The Advisory Board has met to discuss future plans for
achioveing this objective.
Strength/Successes
( 1 ) The BEPPA Program has provided EHS with a number
of re-
sources in support of EJ.temative and traditional class-
rooms.
•
(2) Most of the student teachers/intems arc from Boston
or
the surrounding area.
Veaknonn of Implementation
(1) Too little has been done to involve members of
the community
in planning processes or as contributors to
the program.
This should be alleviated by the Advisory Board.
(2) The future of BEPPA is not cortaip.
Recomondntipns Arrangements should bo made to insure the
continuation of
Recommondationn
Objective:
yl/ECP
(1) BEPPA as a program next year.
(2) The ARC concept designed for implementation next
year choidd clearly indicate the nature end sub-
atance of community involvement.
(3) More interns and student teachers should be recruited.
To offer inservice staff training in curriculum,
administration, supervision, urban problems, evaluation,
and human relations.^ To provide faculty and administration
vith usable information on curricuD.um, teacher improvement
and urban issues.
To increasG PjUS staff senitivity to contemporary cultural
pluralism and civil rights issues including racism, sexism.
Implementation Accomplished
The School of Education at the University of Massachusetts/
Amherst and English High School have agreed on a three year
partnership. Part of this partnership is defined thro\jgh
the degree program offered on site at EHS. 37 members of
the faculty and administration are c\irrently enrolled as
either Ed.D, .KEd. or CAG3 candidates. Many more taVe courses
on a non^degree basis. Faculty enrolled in the degree pro-
gram include those involved in alternative and traditional
programs, as well as a large percentage of the school's
administration.
Each semester at least one course is offered on site at
English High Scliool in the area of teaching and learning,
curriculum, leaderships and administration, evaluation and
research, and foundations of Urban Education. Within these
general categories, students develop programs of study vith
faculty advisors from Ul-lass. In addition to meeting regular
University requirements for each graduate degree, participants
are expected to develop implement, and evaluate one innovative
program or practice designed to improve education for students
at EHS.
The objectives of the program include; to implement a graduate
program on site at English High School to assist faculty and
administers in a large urban high school, improve teaching,
develops alternative programs for students, and to maintain
a significant connection between theoretical consideration and
participants' daily work at EHS.
The following is a breakdown of all coursoo, and* many of the
workshops offered at English High School by the University;
Fall »75
Prof. Harvey Scribner - Introductions to Graduate Degree
Pi'Ograms and Concentrations
Prof. Ricliard Clark - Graduate Program Development
Learning
Groups (sec. 1)
Prof. Harvey Scribner - Development of Alternative
Programs ut EHS
Spring *76
\
Prof. Michael Greenebaum - Urban Administration
Prof. Kenneth Vfashington - Development of Hospitality/
Industry/Relatcd Alternative
Program At EHS
Prof. Barbara Love - Development of Multicultural Education
Designs for Urban Classrooms
Prof. Atron Gentry - Curriculum Development for EHS Program
Urban Studies
Prof, Earl Seidman - Seminar/VJorkshop in Improving Instruction
Prof. Mary Quilling - Overview of Educational Evaluation
Spring »77 --
Prof. Barbara Love - V/orkshop in Educational and Instutional
Racism
Prof. Mary Quilling - Seminar in Education; Developing a
Local Data Base for Curriculum
Decision Making
Prof. William Fanslow - Principles and Methods of Supervision
Prof. Byrd Jones - Planning for Urban Schools
Pi*of. Earl Seidman — Seminar in Education; Methods of Inaucij
Prof. Judy Gourley - Teaching Reading at Secondary and Adult
Levels
Prof. Richard Clark - Workshop for Addressing Practical
Problems
Prof. Don Streets - Nutrition and Learning
Workshops' and Consultants
ProfosDOis Charles Moran and James Skerrett
- Writing Workshops
Prof. Peter Wagschall - Development of an
Environmentally
Based Alternative Program
c
Prof. Lynne Miller - Curriculum Guidance for
M/vSH
Philip DeTurk - Sximraor Workshops/llASH
Earl Seidman -• Summer Workchops/USC
Dean Richard Clark - Summer Workchop/Uinth Grade Cluster
Concept
Dean Mel Miller and - Engineering Career options for Students
Joe Marcus
Prof» Sidney Simon - Values Clarification VJorkshop
Strengths of Implementation
1. The individual graduate courses have been well received
and teachers here have commented that they are effective
and have succeeded in addressing some needs of both the
individual teachers and the school as a v/hole. The courses
of Earl Seidmen, Mary Quilling, and John Ben/ald
• particularly, have been met with enthusiasm. The 'Writing
Vorkshops run by Charlie Horan and Joe Skerrett have also
been very successful,
2. The Graduate program has established the credibility it
needs to succeed. Program participants and others can
now depend on UMass for a number of things and most of
our follow-up is quick, VJe have gained this level of
acceptance among the faculty through a nimiber of things,
including; presence at English on a regular basis, the
course work offered by Ul'lnss faculty, the definition of
the program and the advising system which translates it
to students, and the establishment of our own area on
the eighth floor.
3« The program, seems to be developing on identity and dir-
ection which was lacking in the earlier months, we are
surer of what we can, and more importantly-can' t provide
in teimis of courses, services, and materials. This }ius
done a great deal to earase frustrations which Via.mpercd
the progress of our involvement in the past,
4. Doctoral students are forming committees or traveling
to Amherst in order to discuss their programs of study.
By the end of this Spring semester half of the doctoral
students will have formed committees,
5. The student teachers, particularly those placed at
Urban
Studies, have made a great contribution to the In-sorvice
and graduate programs,
6. Teachers hero, even those in the more traditional
depart-
ments and outside the graduate program, have been
request-
ing materials, films, and other assistance from
Ul-.ass.
Tborc have been requests for help from the
freshman cluster
(cont. ) people, the MASH group, the English Deport-
ment, and the Science and Engineering Deportment, not
to mention Urban Studies. In most cases, v/e have been
able to provide each of these groups with satisfaction.
Areas V/hich Need StronfTtlicnjnrr:
1
.
VJhile Wlass seems to be developing a self identity in
relation to the collaboration, I do not think that we
have reached a concrete enough definition of what the
entire collaboration is, how the individual components
work together, and what the end product will be.
2 » The speed at v;hich vje are able to deliver materials,
process paperwork and reimburse people, order basic
necessities like stamps, a typewriter or have print-
ing done IS much too slow; the frustration engendered
by haveing to v;ait m.onths soraetim.es gets transferred
to the program itself.
We have paid too little attention to the alternative
.4.**
^
^ ^ . w.- J w ^ .. .
some consulting about curriculum. They also have a
number of unarticulated needs where we migl;t be able
to offer assistance.
Suggestion s
1 . The Advicory/Policy which has been discussed should
be implement.
2. Ve need to streamline the budgetary/monetary areas
wherever possible. Wiere must be some way to speed
up the processes of reimbursement, ordering materials,
etc. A Petty Cash Pool of OIOO or so would go a long
way in alleviating this problem.
3. More •'practical" coxirses and workshops should be offered
either on a credit or non credit basis.
4. UMass faculty should be encouraged to spend more time
at English meeting with students during the day and
advising people about their programs of study, taking^
about the effect of IH-iass involvement on learning, and
generally being "seen".
5 » The large scale involvement of the University to English
High School and the com.raittment to it of an extremely
high level of resources in comparison with other school/
university pairings, seeravS to argue for a higher level
of funding under 636.
Need 4
Objective:
Implemented
Expand the use of community resources in all aspects oflearning in alternative programs which embody students
needs interests and skills.
Sharpen focus of MASH
Provide opportunities to study in the city
Use the city to develop new skills
N
a)
b)
c)
d)
In PrPeess
a)
b)
c)
d)
Strengths/Successe s
Hiring of project consultant to I'lASH to assist in career
•component development.
Allocation of some planning time to develop a plan to
restructure the MASH program.
Development of city resource catalogue by student teachers
at Urban Studies Center.
Identification of parents to serve on an advisory board.
Allocation of planning time at the close of the school year
for re-examination or alternative programs
Identification and assignment of Ul>las s/faculty to assist in
end of year planning workshops.
Assignment of additional resom-ce personnel to assist MASH
faculty in program development.
Proposed meetings of parent advisory board.
a) The assignment of student teachers to the task of developing
and producing a directory of resources in the city v;as quite
successful both in terns of the product generated and the
enrichment of the preservice experience the activity provided.
b) Recent planning attempts, with the assistance of additional
resource personnel, by MASH faculty have resulted in some
redefinition of curricula activities and program structure.
Continuation of this activity would serve to sustain and ex-
tend current reform efforts.
c) Planning time at the end of the school year for program review
and development has been scheduled. *'
d) UMiass faculty have been identified, assigned to assist in pro-
gram planning.
Veaknessen
a) Parents have not been used effectively to develop new
contacts v/ith community resources.
b) Lack of clarification as to parameters of program re-
structuring for 1-lASH
Recommendations
Need 5
Ob.jective
a) Re-examination of feasibility of parents as a resource.
Development of a propospnl to improve parent contact.
b) Continuation of FiASlI curriculum committee meetings, with
Headmaster as ex-officio member.
c) Extension of assignment of resource personnel to assist
alternatives in program development.
d) Continued assigiunent of student teachers to alternative
programs. Continued development of student teachers as
resource personnel.
Fi'Oviue a usable process for iiicludiiig pareiits into tV.c dccj.ci
making process of each alternative.
1f. Establish contact with parents and provide a process for
communications between the program and the school as a
whole.
Implemented
a) Mailing of informational letters to parents
b) Indentification of parents vhLiling to serve on an advisory
board.
c) Open houses involving each of the alternatives
d) Presentation to Racial Ethnic Parent Council concerning the
development of a parent advisory board.
In Process
a) Scheduling of parent advisory board meetings
b) Involvement of the REPC in grant development
Strengths/S\»ccessc3
a) Identification of parents willing to nerve on
advisory board.
i
b) Initial liaison with REPC '
WenknesfiCB
n) Lack of regular comnuni cations channel between parents
and alternative programs.
b) Failure thus for to establish working parent group.
Recommendations
a) Extend liaison with REPC
b) Redouble efforts to operationalize parent advisory board for
the remainder of the current school year.
c) Development of recom.mendations for meaningful involvement of
parents by Ul'ass Policy Board with input from parent advisory
board (if functioning and/or the REPC
d) Issuance of newsletters on a more regular basis to parents
regarding program activities
Need 6
Assessment of curriculum for students with needs in basic skills
areas Grade IX
Objective C
Initiate teaching and curriculum workshops relating to basic
skills.
Implemented
a)
b)
c)
d)
e)
In Process
a)
b)
Strong t.h/Suc c c s s c s
a)
Allocation of planning time to grade 9 clusters
Student questionnaire examined
UMass courses including a focus on basic skills issues (Gentiy)
Writing workshop held for cluster English teachers, and others,
by Wnss faculty.
Dl'Iass resource personnel identified to assist grade 9 teachei s
in curricula revision.
Assignment of Ul'ass resource personnel to assist in curricula
revision.
UliasG course "Reading in the Content Area", instruction
Judy
Gorley, attended by grade IX teachers.
nformal polling teachers indicated that the writing
workshop
as highly succcssfxa. Teachers praised the
direct impact
onnate and the clarity of presentation.
I
Strenntfi./.Successes
b) ’’Reading in the content Area" (ongoing) provides support
and retraining necessary for teachers in various subject
matter areas to address basic reading skills needs of
their students.
Weaknesses
a) The number of faculty impacted by these activities has
been limited,
b) Insufficient scheduling of Ul'iass faculty
Recommendations
a) Development and scheduling of more microteaching uorkshops
b) Outreach activities to involve a greater percentage of
faculty.
c) Development of ’means to support sharing of curricula ideas
and strategies among teachers.
d) Identification of appropriate UHass personnel in sufficient
time to allow for resolution of scheduling conflicts.
Objective:
Impletnentati
Irnplcmentati
Strenp,ths
Weaknesses
Assistance to EHS staff in identifying student, parent
and community needs and desires. To include students
and parents needs in key decisions about EHS curriculum
Accomolished
(1) Needs assessments of EHS faculty
(2) Courses offered in Needs Assessment
methodologies and Educational Research:
1- Prof. Burnetta Wolfman - "The Sociology of an Urban School"
2- Prof, Mary Quilling - "Overview of Educational Evaluation"
In Process
1~ Prof, Mary Quilling -"Seminar in Ed\ication"
Developing a Local Data Base for Curriculum Decision Making"
/?•* A'drf'.xniL — cri of* c.
3“ Administration of an assessment to EHS students to dctei—.ine
the needs for guidance/infornation.
• 4- The Advisor Board has been charged with developing strategies
to achieve this objective.
A small but growing number of EKS faculty are being equipped with
the skills to conduct needs assessments administer surveys and do
educational research and evaluation.
Not enough has been done to. involve students and parents in decision
making processes.
I
pObjective a) Recruit and interview new teachers and students for MASH
and Urban Studies during this academic year.
b) Dissemination of information regarding nil options to all
students and teachers.
Already Iinpler.ented
1. Students were recruited under the equal access system
in January 1977 for second semester for both M/iSH and
Urban Studies.
2, All students who applied for these programs were inter-
viewed and under v;ent an orientation.
3. Six student teachers were recruited first semester and
twelve second semester through the teacher education
program of the University of Mass. This joint program
botv/een the School of Education, and the Division of
Continuing Education, was designed to fit the needs of
the English High. All student teachers have undergone
an orientation program taught by a combined staff of
English High and University of Mass, staff members. This
a. M dCAjiiTiCw "t-c in*" rci'vico
4. Dissemination of information was provided by the EHS
MODEL catalogue. Additional information was distributed by:
a. The Flexible Cam.pus catalogue distributed to students,
parents and teachers.
b* The Flexible Flyer - a staff newsletter
c. The Urban Studies Center Brochiu-e.
5* This inform.ation was reinforced through intercom announce-
ments, daily bulletins posters etc.
In Process (this semester)
1. Continued distribution of dissemination materials i.e.
2,
3.
4.
5.
6.
flexible campus catnlog\ie. Flexible Flyer.
Development of updated MODEL catalogue.
Continued distribution of Flexible Flyer
Development of slide-tape presentations
Recruitment for 1977-73 school year to begin in April
U. of Mass presently recruiting practice teachers for
1977-78.
Strengths/Succecs
1.
2.
3.
4.
5.
**
Increase in number of student teachers
Combined class taught by U. of Mass and EIIS staff
MODEL catalogue
Flexible Flyer
Urban Studies Center Brochure
i
VeQknesses
1
,
Supply of practice tcachcra not ensured. Joint
procram between School of Education and the Division
of Continuinc I^ducation needs to be strenchtened.
2« Dissemination of information needs to be increased
internally. The vertical structure of the school
facility creates communication difficulties which
require an extensive public relations program.
Recommendations
1 . Strengthen link up between School of Education and
Division of Continuing Education to insure practice
teachers are available.
2. Increase nirnber of student teachers.
3. Increase in house dissemination of information efforts.
4. Provide central resource area to assist dissemination
efforts.
c
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SUBJECT B.9spon5>cs t.p..t.hc. Inmact;. Tf Any. Is UMass's Prcscnr.--
At Hnglish High School Having On You In Your Work"
Phil,
I think peoples responses suggests some interesting dimensions for
follov;-irp at some point as we try to assess impact of the collaborative.
I told people in general I wouldn't quote them too directly but I am keeping
comments associated with najnes here because we may want to follow-up with
some of the individuals at some point.
Mihe Garber - The biggest difference is in the way he is teacliing both in
j
terms of process and using materials, both John F.crwald and
I
Earl Seidman have made a big difference this way. Looking
at otlier people an experienced teacher, for example bob
YoccO; who bn'; boon in the bu'^iness for 15 vears, is "catinof
this up" and now using audio visual materials for the first
time. Others are also eating it up. Luisa and Resa are
two.
Dick Sonego - The program has made more difference to others than to him,
particularly people like Jim. Buckley, Kevin 0’!lalley, Cb.vis
Lane, the MASH Program, A1 Volcek. The program has clearly
increased the depth and breadtli of the Flexible Carpus
alternatives. It has made a big difference for Gloi-ia b.e
thinks. It has been a catalitic agent. For himself, it has
opened tp new vistas regarding himself and his work with
otljers. He has com.c to know new people at F:nglish High
School. Itkns added to his element of hope .for tl^e School.
It has added to the basic curriculum understanding of
people involved in the program.
Hich Rivers - T!ic biggest difference has been in the presence of practice
teachers, both because more people mean more resources and
because the presence of practice teachers lets both the
practice teachers and regular tcacliers take more personal
interest in individual students. And the practice teachcis
arc good.
Angola V.’ilson - Student toacliers arc fantastic. Some faculty coming
from
UMass arc excellent and some arc not. It is very hard
to liavc courses after scliool and sometimes the teachcis
short-change kids when course stuff is due.
Jim O'Connor
Bob Brown -
Jim Buckley -
Paul Kevins -
Karcisa Jones
Jim Crccco -
Tlirouj-.h Mary Quilling's course the Bjlinnual Prop.ram now
has a needs asscssnent dcsip.n and will have an insti tiitiona lirabl
evaluation program plan. Mary's course lias opened up a
vholo definition of evaluation for both himself and particularly
others. '
The most important part of the program is it has provided
lIMass access to English High School. For people at English,
it has opened u^) different ways of looking and helps people
to get beyond some day to day problems. It has been
particularly helpful to use other people's eyes as filters
in examining particular problems.
Tlie model catalog is far better because of IJMass involvement.
Practice teachers are very effective. David Mintz has made
a significant difference. Courses enable people across the
scliool to get together who otherwise wouldn't come together,
and this is very important. Courses are too run-of-the-ni 11
.
The program gives people a chance to gather, sit, think.
Without UMass program planning would be even hoi lower and
shabbier than it is. Participants at English High have
more faith ir. IJHass than man''' oaEp'r in'^orvico onorntions
like the Institute for Learning and Teaching because il^cre
is a long-time coimnitment whicli means that the University
is accepting some accountability for what happens.
- The program keeps her sane, it is a significant anti-boredom
potion, keeps her brain going. Barbara Love's course i\a.s
significantly expanded the range of examples which she uses
in class beyond those derived from her Porta Rican ex''pericncc.
It has given her more understanding of multicultural education
and changed her whole point of view. It has made a major
difference in her development of the bibliograplu’ for a city
wide workshop which she is going to run. It has givei\ her
new procedures for working witli groups of teachers. It
compliments her teaching.
Barbara bove's course has opened his eyes to his own
biases and made a real difference in how he works in the
classroom. Ibrougli Atron's course he lias had his fiist
exposure to the Urban Studies Program and the jiroccsscs
which they use and which Atron uses which is different
from a lecture style, foreign to his experience to date,
and something he wants to use. Witliin Barbara s coin sc
there is much more openness and interaction now about
racism; now peojilc can laugh about it and be a little
less \ptight. Through Atron's course he and others have
some new ideas which they arc playing with about what to
do witli the senior year.
Ron Murphy -
Rich Murphy -
The prop.rain is a great opportunity. Judy and Pliil are great.
His opportunity comes directly from UMass. hven Murphy and
Johnson are coining back, so it*s got to he good. The best
in the School are in it. llie program is having a tremendous
effect on the School. It is helpful. No bullshit. Il lias
made me aware of Amlierst so now 1 advise high school kids
that Amherst miglit be an option for them to think about.
Previously I always referred them to institutions in the
Boston area. It expands my frames of reference and those
of others. The effect is that I have great respect for
UMass. There is not a single "ham and egger" in the whole
gr'oup.
There is little direct impact on what I am doing in the
School. There is a weak conection between the program
and my work at English High School. UMass needs this
market not to use it more. This is a good pilot project.
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Phil,
I spent about a half hour jotting down some possible titles
or areas for articles growing out of the English High School program.
This is what I came up with. How about some from you and from a few
others that you want to chat with so that we can then have a "master
list" and see what we might do with it.
The Validity of Intellectual Stimulation as a Basic Inservice Goal
-The Longer the Tim.e Commitment the Greater the Perceived Assumption of
Accountability for the Paired Institution
fA New View of Inservice
f
Inscrvice: Where t'ne Infui Jildi 1 i. i vja 1 r>, n
Inservice; Don't Underestimate the Management-Maintenance-Support Needs
Inscrvice Design: Specific Ambiguity and Ambiguous Specificity as Essential
Criteria in Program Design
Criteria of Effectiveness in Secondary Level Inservice Programs
Tlie Conflict Between Academic and Professional Growth Goals in Credit-Bearing
Inservice Programs
Teacher Assessments of Various Course Modes Designed for Inservice Effectiveness
Gcncralicablc-Intcrdisciplinaiy Areas of Concentration for Secondary Level
Inscrvice Programs
Inscrvice: The Outsider as Convener of Colleagues Mio Never Talked with
One Another
Predictable Differences in Inservice Course Evaluations As a Function of
the Role and E.xpcrience of the Evaluating Participant
Tlic Predictive Validity of Graduate Admission Criteria for Successful
Degree Program Achievement
Urban Secondary Education, University Pairings, and the Hope Factor
Student Teachers: A Basic Component of Any Inservice Design
Uscr-Uscc Relationships in Collaborative Programs— cLv ^ ) /
Proposition: Inscrvice Programs Move Teachers Away from fiieir Students ^
Moving Off-Campus: You Can't Simply Relocate University Practices

